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ABSTRACT 
 
This study explores pre-service student teachers’ experiences of lecturers’ approaches to dealing 
with diversity in university classrooms. It includes student insights into the strategies that 
lecturers employ as they manage the complexities of diversity in university classrooms. The 
research is located in the realm of diversity education and diversity pedagogy and is 
contextualized against the backdrop of the historical and socio-political climate in South Africa.  
 
The challenging consequences of the desegregation of educational institutions in a post-apartheid 
South Africa has resulted in the advent of diverse and heterogeneous student populations which 
both challenge and de-marginalise educational practices bringing into focus the need for a 
humanizing and culturally relevant pedagogy. This, to counter the hegemonic dangers of 
perpetuating the status quo by further entrenching deep-seated racism disguised as integration.  
 
Using qualitative data generated by pre-service student teachers, the results suggest that lecturers 
fail to embrace diversity to its fullest. The findings illuminate the disparity between policy and 
practice in a forward-thinking faculty and lecturers’ lack of pedagogical knowledge and skills, 
vii 
 
which inhibit them from embodying the principles of diversity education. The lecturers’ 
approaches to dealing with diversity in practice indicate that they are stuck in the quagmire of 
assimilationist, colour-blind, contributionist and business-as-usual strategies which militate 
against culturally responsive pedagogy thereby marginalizing learners.  
 
Key words: Diversity, Diversity Education, Multicultural Education, Intercultural 
Understanding, Culturally Relevant Education, Culturally Relevant Pedagogy, Humanising 
Pedagogy, Pre-service Teachers, Lecturers   
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CHAPTER ONE 
INTRODUCTION AND ORIENTATION TO THE STUDY 
 
1.1 INTRODUCTION 
 
Before 1994, the educational landscape in South Africa was vastly different compared to today. 
The effects of years of racial segregation brought about by apartheid policies had resulted in the 
majority of educational institutions, including those in higher education, having essentially 
mono-cultural student populations. Since 1994, which signified the end of apartheid and racial 
segregation, the process of school desegregation, brought about challenges that have their origins 
deeply embedded in racism and diversity. Vandeyar (2010:343) articulates this well when she 
reflects on the centrality of the questions of citizenship, racism and diversity which flow from the 
school desegregation process in South Africa post-1994 and the challenges these pose for 
schools and other educational institutions that are essentially microcosms of South African 
society at large.  
This very real and demanding challenge for educational institutions and educators per se is the 
direct result of student populations becoming increasingly multicultural. Higher education 
institutions, in particular, are faced with diverse student contingents who bring with them an 
equally diverse, but also challenging mix of cultural knowledge and experiences.  Botha (2011:1) 
highlights this phenomenon when she states that “our university campuses across the world are 
increasingly becoming populated with people from many diverse cultures.” This has an even 
deeper meaning when viewed against the opinion expressed by Cushner (1998:353) who claims 
that most nations around the world are becoming increasingly multicultural. These opinions also 
echo a view held by many authors who wrestle with the often elusive, yet intriguing concept of 
multicultural education and which are revealed in both their publications and their research 
(Aguado & Malik 2009, Akkari 2012, Botha 2010, Canestrari & Marlowe 2013, Crose 2011, 
MacPherson 2010, Maramba & Velasquez 2012). 
Howe and Lisi (2014:5) emphatically state that diversity amongst student populations is one of 
the largest challenges confronting educators today. Crose (2011:388) also emphasises this when 
he claims that the increase in cultural diversity that is found in classrooms today, poses new 
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challenges for university faculties – a fact that requires specific attention when attempting to 
meet the teaching and learning needs of all university students. Multicultural classrooms 
inherently imply that learners are from very diverse cultural origins. This, in itself, places the 
responsibility of diversity education firmly on the shoulders of educators. Lemmer, Meier and 
Van Wyk (2012:12) refer to the fact that educators are faced with the very real challenge of 
having to teach and manage students from cultures that are vastly different from their own. 
The challenges brought forth by diversity in education will always be a real and present issue 
that will demand innovative and culturally sensitive approaches from educators across the 
spectrum of educational institutions. Within higher education institutions, the focus becomes 
intensified as the range and scope of diversity at universities expands and takes on a complex life 
of its own as student voices become volatile and competitive screaming for recognition and 
social justice. In South Africa, as in other parts of the world where desegregation in education 
has preceded our transformation era, this is currently where we find ourselves. In terms of 
diversity at higher education institutions, Cassim (2005:653) reflects on these changes in the 
higher education landscape brought about by the post-1994 policy changes which had the 
express purpose of attaining truly multicultural and inclusive institutions.    
According to Tabensky and Matthews (2015:11), dealing with diversity and more specifically, 
diversity in universities cannot exclude an attempt to examine and understand transformation, 
institutional culture, tolerance and inclusion. The challenges within diversity education itself and 
also in dealing with diversity lie deeper than mere classroom practice and pedagogy. These 
challenges are deeply rooted within the institutionalised policies and practices found in the 
political environment, the economic arena and the institutions that form and guide society as a 
whole.  
Meier and Hartell (2009:190) make specific reference to this when they conclude their study on 
cultural diversity in education in South Africa by stating that in order to recognise the validity of 
differences; educators must reappraise institutional and personal perceptions and then dedicate 
themselves completely to manage learner diversity in every facet conceivable.  How educational 
institutions deal with the complex issue of diversity is largely determined by these institutions 
and those entrusted to educate the learners that occupy them.  
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With the demise of apartheid and the complex shift from mono-cultural to multicultural 
classrooms, educator approaches to dealing with diversity in the teaching and learning context 
became vital for achieving true diversity education. A very significant, and probably one of the 
most important goals of multicultural education, according to Banks (2010:3), is that all learners 
irrespective of race, class, age, gender or cultural attributes, should have equal learning 
opportunities. However not all educators have adapted to these challenges in the same manner. 
Many educators integrated the core principles of multicultural education into their teaching 
without realising that true diversity education demands a focussed, specific pedagogy geared for 
diverse student populations. This pedagogy extends far beyond the assimilationist (Soudien 
2004), contributionist (Banks 1997, as cited in Hernadez 2002:277), colour-blind (Jansen 
2004:117) or business as usual approaches (Soudien 1994:290) that were the natural initial 
responses to the challenges posed by multicultural classrooms.   
Faced with these very real demands in dealing with diversity, it begs the question: How do we 
deal with diversity in the teaching and learning context that reaches far beyond the superficial 
acts of assimilationist, contributionist and colour-blind approaches and that truly manifests itself 
in genuine inclusivity and true social justice? Angelina Castagno’s (2009) framework of 
typologies offers a theoretical framework that serves as a structured guide to both understand and 
navigate the approaches that lecturers need to adopt whilst dealing with the constantly 
challenging concept of diversity in their classrooms.   
Lee, Poch, Shaw and Williams (2012:11) emphatically state that classrooms are the spaces where 
the practice of a culturally responsive pedagogy can move from the passive to deliberate action 
and thus be more influential upon students. People who are different are therefore not perceived 
as a danger, but a realistic possibility for education to enrich and foster personal growth and 
social skills. Zeichner (2003:101) echoes these sentiments by clearly stating that research points 
to educators perceiving student diversity as problematic rather than a rich source of opportunity 
and enrichment in teaching and learning. 
Examining pre-service student teachers’ experiences of their lecturers’ approaches to dealing 
with diversity could shed light on some of the strategies that lecturers implement, to deal with 
diversity in the classroom. This study aims to do precisely that in an attempt to uncover the 
4 
 
strategies used by lecturers in undergraduate, pre-service student teacher classrooms with 
specific reference to how they approach diversity within this context. 
1.2 STATEMENT OF THE PROBLEM 
Significant and demanding changes brought about in the South African educational landscape 
have resulted in student populations becoming more heterogeneous and hence also more 
multicultural. This sudden shift from mainly mono-cultural classrooms to multicultural ones has 
challenged all educators, in all spheres of the educational arena, to re-examine the ways in which 
they dealt with this diversity within the teaching and learning context. The situation in higher 
education is no different.  
Against this background and context, this study focussed on exploring pre-service teachers’ 
experiences of lecturers’ approaches to dealing with diversity in university classrooms.  
 1.3 RESEARCH QUESTIONS 
Derived from the topic or ‘burning issue’, the aim and objectives create a framework for the 
literature review and act as guidelines that serve to direct the entire research project. This study 
aimed to respond to the following questions: 
 
1.3.1 Main question 
What are pre-service teachers’ experiences of lecturers’ approaches to dealing with diversity in a 
university classroom?  
1.3.2 Sub-questions 
 How do students perceive the learning environments created by their lecturers in 
terms of accommodating diversity? 
 How do lecturers engage with issues of diversity such as racism, sexism and 
discrimination in society? 
 What strategies do lecturers use to cater for diversity in the university classroom? 
 How do lecturers aim to create a deeper understanding amongst the various 
racial/cultural groups rather than focussing on differences? 
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1.4 AIM AND OBJECTIVES 
1.4.1 Aim of the study 
The aim of this study is to explore pre-service teachers’ experiences of lecturers’ approaches to 
dealing with diversity in the university classroom.  
1.4.2 Objectives of the study 
 To determine pre-service teachers’ perceptions of the environment created by lecturers to 
specifically deal with diversity in the classroom. 
 To examine how lecturers engage with issues relating to diversity such as racism, sexism 
and discrimination in the classroom 
 To identify strategies that lecturers use to cater for diversity in the university classrooms.  
 To examine how lecturers create a deeper understanding amongst the various racial 
groups in their classes rather than focusing on differences. 
1.5 DEFINITIONS AND CLARIFICATION OF TERMS 
For the purposes of this study, the researcher formulated his own definitions in an attempt to 
understand the following terms and concepts. 
1.5.1 Pre-service teacher 
Pre-service teachers, in the context of this study, are defined as university students who are 
completing a four-year teaching degree in any of the three teaching phases, namely Foundation 
phase, Intermediate phase and Further Education and Training phase. 
1.5.2 Lecturer 
A lecturer is defined as an educator at a university or tertiary institution who is responsible for 
the education and training of university students.    
1.5.3  Diversity Education 
Diversity Education refers to a pedagogy that encompasses and includes gender, ethnicity, 
language, social class, sexual orientation and academic ability, amongst others. 
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1.5.4 Multicultural Education 
Multicultural Education is defined as a multidimensional educational approach that affords equal 
recognition to all cultural groups and includes a pedagogy that focuses on diversity education 
aimed at providing all learners with a relevant and meaningful educational experience. 
1.5.5 Culturally Relevant Pedagogy 
Culturally Relevant Pedagogy (CRP) refers to a pedagogy that uses cultural referents to impart 
skills, knowledge and attitudes to students by empowering them intellectually, socially, 
emotionally and politically. 
1.5.6 Culturally Responsive Teaching 
Culturally Responsive Teaching (CRT) is defined as using the cultural knowledge, prior 
experiences, frames of reference and performance styles of ethnically diverse learners to make 
teaching and learning more relevant, effective and meaningful for them. 
1.5.7 Culturally Relevant Education 
Culturally Relevant Education (CRE) can be defined as an all-encompassing and inclusive 
framework of culturally relevant pedagogies that include amongst others, culturally relevant 
pedagogy, culturally relevant teaching and culturally responsive teaching. 
1.5.8 Humanising Pedagogy 
Humanising Pedagogy can be defined as a pedagogy that recognises humanity, acknowledges 
and appreciates learners by respecting their identities, their voice and their connectedness with 
others. It fosters the development of the students’ critical consciousness through the use of a 
dialogical approach to teaching and learning.    
1.6 THEORETICAL FRAMEWORK 
This research study is informed by the framework of typologies as developed by Angelina 
Castagno (2009). Her comprehensive framework is a relatively recent attempt to synthesise the 
major typologies that have been developed and published since the first offering by Gibson 
(1976). Castagno’s framework of typologies defines six distinct categories of approaches to 
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education (in Lemmer et al 2012). The approaches are based on three principles: achieving the 
goals of education by allowing the teacher the freedom to adapt his/her teaching strategies 
according to the students and their contexts; ensuring easier evaluation of consistency of 
application; and enhanced evaluation of the impact of these strategies on students. According to 
Castagno (2009) these approaches always align with the goals of education and by default, also 
the goals of multicultural education. 
Castagno’s six approaches are: Educating for assimilation, Educating for amalgamation, 
Educating for pluralism, Educating for cross-cultural competencies, Educating for critical 
awareness, and Educating for social action. With the advent of full integration of learners in 
South African schools and higher education institutions and the resultant heterogeneous nature of 
these student populations, approaches to diversity in education became a crucial component for 
ensuring student achievement. Educational institutions across all education sectors adopted 
strategies for catering for diversity that varied from assimilationist approaches that completely 
ignored diversity to culturally responsive teaching approaches that used cultural diversity as a 
rich source of learning.  
The essentials of Castagno’s framework of typologies is founded upon the premise that a 
proactive and culturally sensitive pedagogy is required to deal with the challenges posed by 
cultural diversity amongst students encountered in the teaching and learning context. Stated 
differently, teaching should be culturally responsive to ensure academic achievement, the 
development of cultural competencies, socio-political consciousness and to ensure meaningful 
and effective learning. Cultural diversity (and all other facets of diversity) in the teaching and 
learning context demands a pedagogy that infuses inclusivity and engagement in the curriculum 
so that students can develop intercultural competencies which equip them to effectively function 
in a globalised world. 
1.7 LITERATURE REVIEW 
During the process of conducting this research, a variety of literature sources were consulted 
over a range of different domains relating to the research topic. Literature from various sources 
covering formal policy documents on Diversity Education and Multicultural Education were 
analysed. In order to gain insights into the theories on educational pedagogies, the researcher 
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conducted an analysis of the leading theorists and their writings on the subject of diversity in 
education. These concepts and theories were critically evaluated to choose a theoretical 
framework against which this study could be conducted. The literature represented both 
international and national perspectives of both diversity educational approaches and pre-service 
teachers’ perceptions to these approaches. Journal articles, unpublished theses and dissertations 
were consulted along with official reports, websites, academic papers and other official policy 
documents.  
1.8 RESEARCH DESIGN AND METHODOLOGY 
1.8.1 Methodological rationale 
Research is systematic enquiry, the outcomes of which are made available to others (Menter, 
Elliot, Hulem, Lewin & Lowden 2011:3). Mertens (2010:2) defines research as “one of the many 
different ways of knowing or understanding.” She goes further to add that research is a 
systematic process of questioning specifically designed for the analysis and interpretation of 
specific information. De Vos, Strydom, Fouché and Delport (2005:268) view the word “design” 
as associated with the methods and approaches normally associated with traditional inquiry. 
These two concepts combine to form the idea of research design. Research design therefore is the 
template or outline of the plan which the researcher establishes at the outset and serves as a guide 
for the entire research process. 
Research design and the methodology or way the research is conducted, is always guided by a 
specific philosophy or paradigm which again in turn, guides the approach taken and influences 
the choice of research method. Mertens (2010:7) states that “a paradigm is a way of looking at 
the world. It is composed of certain philosophical assumptions that guide and direct our thinking 
and action.” Groenewald (2004:6) describes a paradigm as a plan, system or point of reference of 
the researcher’s thoughts; it is the researcher’s ideology or philosophy that provides direction to 
the investigation. For these same reasons, this study was guided by the phenomenological 
paradigm which in turn also eventually determined the choice of research methodology.  
Within the ambit of the phenomenological paradigm is the qualitative research approach. 
Qualitative research or methodology is described by Denzin and Lincoln (2000, as cited in 
Mertens 2010:225) as an approach that involves the study of participants’ experiences in a 
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naturalistic way so that we can interpret them and make sense of them through the way they are 
perceived and give meaning to them by those who experience them. With specific reference to 
this study, the students’ perceptions were studied in terms of their experiences within their 
natural classroom settings.  According to Ary et al (2006:25) qualitative research is deeply 
embedded within phenomenology which views the world of the individual as being 
interconnected and interdependent and which perceives the uniqueness of social reality.  
For the purpose of this research, I chose a qualitative approach guided by a phenomenological 
paradigm. McMillan and Schumacher (2010: 24) describe the aim of phenomenology as focusing 
on lived experiences by describing them in intricate detail so as to allow for analysis and deep 
reflection. Mertens (2010:225) further underlines this choice for a qualitative approach when she 
states that qualitative methodology is used and constructed in such a way that it ensures a 
detailed and intense depiction of what is being studied. It is also the purpose of this research that 
guides the decision to examine the ‘lived experiences’ in terms of pre-service teachers’ 
perceptions of lecturers’ approaches to dealing with diversity in the university classroom context. 
1.8.2  Population and Sampling 
This section outlines the research methodology that demarcated the participants represented in 
the study and how they were selected to fulfil the objectives of this study. 
1.8.2.1 Population 
For the purposes of this study, the population consisted of Intermediate pre-service teacher 
students in the ITE (Initial Teacher Education Dept) of the Faculty of Education at the Nelson 
Mandela Metropolitan University (NMMU) in 2016. Excluded from this population were 
Postgraduate Certificate of Education (PGCE) students who only complete a one year certificate 
in education in the faculty after the completion of an initial degree in another faculty. 
1.8.2.2 Sampling 
Researchers who adopt the qualitative approach to research tend to use a purposive sampling 
strategy (Mertens 2010:309). In this study, a purposive sampling method was chosen as this 
enabled the researcher to target the students that would be able to provide rich, thick data to 
respond to the research questions. McMillan and Schumacher (2010:138) describe purposeful 
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sampling as a direct method used by the researcher to select specific elements that are 
representative of the population being studied and that can provide the information required for 
the study. According to Ary et al (2006:472), the researcher aims to gain in-depth understanding 
and insight into the subject of study by selecting purposive samples which will provide the 
relevant information to achieve this end. The participants for this study were identified by 
sending out a call requesting volunteers from the selected population to participate in the 
interview process.  
Taking into consideration the approach to this study and the chosen data collection instrument of 
conducting focus group interviews, the sample consisted of eleven pre-service teacher education 
students. The eleven respondents were divided into three focus groups for the interviewing 
process. The first focus group consisted of three participants and the remaining two groups each 
consisted of four participants. It was assumed that a saturation point would have been reached 
after conducting the three focus group interviews. If this proved otherwise, then further 
interviews would have been conducted.  
1.8.3 Data collection strategies 
The data generation strategy chosen for this study consisted of three focus group interviews of a 
small selected group of participants from the identified site. This data generation strategy is 
typically used by qualitative researchers as emphasized by Mertens (2010:241).  
1.8.3.1 Focus Group Interviews 
Focus group interviews (FGI) are a carefully planned discussion that are explicitly developed in 
order to obtain the perceptions of participants of a defined area of interest and which take place 
within a non-threatening and permissive setting (De Vos et al 2011). It was for this reason and 
the limited time constraints, that this method of data collection was selected. The participants are 
led by a moderator (which is often the researcher) in a discussion type format where three or four 
specific predetermined questions are posed to them. The moderator then probes further using 
questioning techniques in order to elicit rich and informative responses which will answer the 
research questions. The data generation therefore happens during these interactions. According 
to De Vos et al (2011), this points to the main distinguishing factor between individual 
interviews and focus group interviews as data collection tools. 
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Focus group interviews also afforded the researcher the opportunity to observe and experience 
the perceptions, feelings and thoughts pertaining to the research topic. The outstanding 
advantage of this data collection method was that it produced rich, thick data that was 
concentrated and focussed on responding to the main research question. The interactive nature of 
the focus group interview provided this richness and depth of data (Cohen, Manion & Morrison 
2007). Added to this, this data collection instrument was extremely suitable for gaining an 
understanding of diversity. For this study, three focus group interviews were conducted. The one 
group consisted of three participants and the remaining two each contained four participants. 
Participants were asked to participate voluntarily and represented the purposive sample that 
originated from the identified population. 
The choice of data collection strategy was deemed appropriate as the purpose of the study was to 
explore the perceptions and thoughts of students as they experienced their lecturers teaching, 
teaching strategies and the ways in which they approached the complexities of classroom 
diversity. The group interview format provided a ‘haven’ where students could express their 
thoughts, emotions and views on the research topic. This enabled the researcher in turn to gain a 
deeper understanding from the rich accounts of the participants’ experiences. These responses 
provided greater insight into the lived experiences and perceptions of these undergraduate pre-
service students within the context of university classrooms during their period of initial teacher 
training. 
1.8.4 MEASURES OF TRUSTWORTHINESS 
For the purposes of this study, the measures of trustworthiness included the terms transferability 
and dependability respectively. These are the terms most used for qualitative research. 
1.8.4.1 Transferability and Dependability 
Mertens (2010:259) states that transferability enables the reader of the research study “to make 
judgements based on similarities and differences when comparing the research situation to their 
own”. She projects this explanation further by claiming that the researcher must provide a 
detailed description of the site and context and include as much detail as possible so that “readers 
can make judgements about the applicability of the research findings to their own situations”. In 
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this study, the site and the context are described in detail (see Chapter Three) ensuring the 
transferability of the research findings to similar settings.  
De Vos et al (2005:346-347) refer to dependability as the qualitative equivalent of reliability. 
They claim that the researcher must attempt to account for changing conditions in the 
phenomena under study and changes in the research design in order to ensure the reliability of 
replicating the study. Lodico, Spaulding and Voegtle (2010:172) state that “good qualitative 
studies provide detailed explanations of how the data are collected and analysed” and that 
“dependability is increased when research studies discuss how the relationship between the 
researcher and participants was nurtured and how the interviews or observations were 
structured.” In the third chapter of this study, the research design and methodology which is 
explained in detail, contributes to the dependability of the research procedure. 
1.8.5 ETHICAL CONSIDERATIONS 
Ethical considerations are an integral part of any research study, especially those involving 
human participants. According to Franklin (2012:152) in modern day research it has become a 
compulsory requirement to conduct a formal ethics approval procedure which includes any 
studies which involve obtrusive observation and the interviewing of participants, whether as 
individuals or in a group setting.   
Application for approval for this research study was requested from the NMMU committee for 
ethical clearance. The NMMU Human Ethics Committee granted permission for the study to 
proceed (H15-EDU-ERE-008) (Appendix A). Permission was sought and gained from the Dean 
of the Faculty of Education to gain access to the participants within the faculty (Appendix B). 
The next step was to obtain the informed consent of the participants who were selected to 
participate in the focus group interviews (Appendix C).  
1.9 LIMITATIONS AND DELIMITATIONS 
1.9.1 Limitations  
The study was restricted to a single faculty at one university and this can be viewed as a major 
limitation. Added to this, only third-year students of the faculty of education were used as 
respondents during the data collection phase of the research thus limiting the generalisability of 
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the findings to other faculties and in turn, to other universities. Although the study focused on a 
specific group of students from a specific faculty, the researcher holds the opinion that these 
students represent a typical sample of students from the university at which the research took 
place. This is clearly a delimitation of the study and an important one that should be taken into 
account when the reader considers the findings and also attempts to generalise these findings to 
similar settings.  
1.9.2 Delimitations  
A delimitation of this study was that it was a small-scale study and that the findings are not 
necessarily generalizable. Secondly, the sample was taken from third-year pre-service teacher 
students from the Faculty of Education who were predisposed to provide the information 
required by the study per se.   
1.10 SIGNIFICANCE OF THE STUDY 
The significance of this research can be found in the fact that dealing with diversity in education 
remains one of the most important challenges in education. Diversity per se incorporates not only 
the conceptualisations and realities of race, language, ethnicity, gender, sexual orientation to 
name a few, but also the nuances and power struggles that ensue when these diversities are dealt 
(or not dealt) with in specific ways. It is in dealing with these issues of difference that we often 
find diverse and sometimes conflicting perceptions of how teaching and learning plays out in the 
university classroom. This ‘coalface’ of teaching and learning interactions becomes a contested 
space for educating diverse students in such a way that it promotes the recognition, 
understanding and utilisation of cultural differences which transpire into meaningful teaching 
and learning. In reality, it becomes a space filled with the potential for educating for social 
justice, democracy and democratic citizenship. 
Higher education institutions and more specifically, universities in South Africa are faced with 
the intricate and daunting task of preparing diverse pre-service teachers for the challenging task 
of educating a heterogeneous and culturally diverse learner population. How these university 
lecturers deal with diversity in their classrooms will ultimately determine the way these pre-
service teachers deal with the reality of diversity once they enter the realm of educating others. 
The implications of these lecturer approaches are both significant and of utmost importance to 
14 
 
the creation of a teaching and learning environment that fosters education both for diversity and 
for diversity education in itself.  
Added to this, the significance of the perceptions of pre-service teachers could pertinently point 
to the successes and shortcomings of tertiary institution lecturers’ approaches to diversity, and in 
doing so possibly lead to the formulation of a framework that will promote pre-service teachers’ 
preparation, specifically in terms of the strategies these lecturers employ when dealing with 
diversity in the university context. 
1.11 SUMMARY 
As a point of departure, an overview of this study was presented which provided the background 
and rationale for the research and all the relevant components - from the statement of the 
problem to the definition and clarification of concepts. The rationale for the research design and 
methodology employed to conduct this study was outlined along with an explanation of the 
research paradigm and the research methodology used. The ethical considerations were briefly 
described and explained and an outline was provided of the literature sources that were reviewed 
for this study. The chapter was concluded by highlighting the limitations, delimitations of the 
research and the significance of the study.  
The next chapter provides a detailed expose of the literature review undertaken for the purposes 
of this study. 
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CHAPTER TWO 
DIVERSITY EDUCATION FOR PRE-SERVICE TEACHERS 
2.1 INTRODUCTION 
The topic of diversity education provided a multitude of rich and detailed literature sources 
which form the backbone of this study and serve to outline a framework of theory, research and 
practice that places this study within context. The point of departure was to consult policy 
documents published by the South African Government and Department of Education which 
addressed diversity education as guided by the constitution. Following on this, a review was 
conducted of the various theories pertaining to diversity education, multicultural education and 
culturally relevant education by critically comparing the research and literary works of leading 
theorists and practitioners in these fields.  
This review enabled the researcher to frame this study within a theoretical framework that best 
informed and contextualised this research. Sources from both national and international origin 
were consulted to provide an understanding of not only diversity education and related concepts, 
but also of pre-service teachers’ perceptions of their formal training in terms of the way in which 
lecturers approached diversity education within their classroom settings. These sources included 
published research, journal articles, academic reports, unpublished theses and dissertations, 
relevant websites. 
The classroom demands of teaching a diverse student population whose cultural background 
differ vastly from that of the educator, remains a formidable and daunting task. Multicultural 
classrooms beg for a pedagogy that creates the space for students to truly express themselves as 
they are. A humanising pedagogy that is both culturally relevant and culturally responsive serves 
to achieve this ‘ideal space’ where student identities are revealed and embraced during their 
engagements within a dynamic and diverse teaching and learning environment.  
From a spatial perspective, the geographies of each classroom are different. They become spaces 
of possibility where student identities fluctuate and resonate to the pedagogy of the educator who 
acts as a catalyst for this ebb and flow of student experiences and student responses. It is within 
the confines of these classrooms that the challenges confronting educators exist and where they 
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could rise to these challenges by approaching diversity in ways that result in student engagement 
that fosters a sense of belonging. The outflow from this sense of belonging, it is hoped, would be 
reflected in improved academic performance, meaningful learning, the cultivation of intercultural 
understanding and a genuine appreciation of others.  
This chapter commences with an outline of the theoretical framework that guided this study. The 
theoretical framework that was chosen to frame this research was the framework of typologies 
developed by Angelina Castagno (2009). Thereafter culture and its role in education, diversity in 
education, cultural diversity, and diversity from a socio-political perspective are discussed. Next, 
literature is reviewed regarding the various approaches to accommodating diversity within the 
classroom context which includes a review of multicultural education, Culturally Relevant 
Pedagogy, Intercultural Understanding, teaching and learning styles, and lecturers’ strategies for 
diverse classrooms. Students’ perceptions of diversity education are explored next as well as 
teaching approaches that militate against diversity education. The business-as-usual and colour-
blind approaches are included here. Lastly, the South African higher education contexts during 
the pre-1994 and post-1994 apartheid eras are discussed. The chapter is concluded with a brief 
summary. 
2.2 THEORETICAL FRAMEWORK 
 
Multicultural Education developed out of a response to assimilationist ideologies and policies. 
Multiculturalism, in turn, was developed as a reaction to the approach of assimilation (Lemmer 
et al 2012:2). A natural outflow of multiculturalism was the development of multicultural 
education which embodied and embraced the acknowledgement of different cultural groups and 
viewed cultural diversity as a rich source for teaching and learning and the development of 
intercultural competencies. According to Lemmer et al (2012:3) multicultural education was 
recognised as an over-arching concept to include a large variety of pedagogical and policy 
practices designed to improve the position of ‘minority cultural groups’ that were previously not 
recognised or afforded equality.  
Typologies of Multicultural Education originate as far back as 1976, with one of the first of such 
frameworks purported by Margaret Gibson (Castagno 2009:43). Since then, a multitude of 
authors have contributed their own typologies in an attempt to define and frame the concept of 
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multicultural education. Banks’ offering, constituted four approaches that were developed over 
almost 30 years (Nieto 2009). The four approaches he suggested were: the contributions 
approach, the ethnic additive approach, the transformational approach and the social action 
approach (Banks 2006). A number of recognised authors in the field of education, Sleeter and 
Grant (2003), McLaren (1995), Kincheloe and Steinberg (1997) and King (2004), to name but a 
few, developed very similar typologies that were all theoretically sound and based on the 
principles and goals of multicultural education (Castagno 2009:43).  
Castagno (2009:43) felt compelled to synthesise these frameworks into a single typology “that 
centres the goals of various approaches to multicultural education.” Her framework focuses on 
the goals of education, so that teachers would have the advantage of adapting their strategies to 
suit the context, and that the approaches used by educators could be evaluated for consistency 
and the impact that they made on students. The argument for a multifaceted approach to teaching 
and learning would enable educators to vary their teaching strategies according to their students’ 
identities and position. 
Castagno’s framework of typologies for multicultural education can be divided into six 
categories or approaches. These approaches are as follows: 
 Educating for assimilation 
 Educating for amalgamation 
 Educating for pluralism 
 Educating for cross-cultural competence 
 Educating for critical awareness 
 Educating for social action 
 
According to Castagno (2009:48) her approaches are “all approaches to education”, but the last 
category, namely educating for social action, is truly a multicultural one. She contends that 
educating for social action is the only approach that fulfils her understanding of multicultural 
education. Multicultural education according to her understanding focuses on equality in 
education, culture and power by expecting a high level of achievement from all learners. This 
includes an infusion of multiculturalism into the curriculum to ensure that students develop a 
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wide worldview and foster a critical understanding amongst students about issues of power, 
privilege, (and) oppression”, so that they may formulate their own “ideas about how they might 
work toward social justice” (Castagno 2009:48). 
Most of the other typologies suggest approaches that fit somewhere into one of the six categories 
proposed by Castagno (Lemmer et al 2012:9 & Castagno 2009). Her first approach, Educating 
for assimilation, focuses on assimilating students to fit into the mainstream culture. This is 
achieved by adopting an ignorant attitude towards diversity and by imposing a ‘hegemonic-like’ 
pedagogy that educates learners for the maintenance of the current social order - one that 
‘marginalizes knowledge’ (King 2004). This approach is typical of the response of schools in 
South Africa with respect to the integration of learners post-1994 (Vally and Dalamba 1999, 
Soudien 2004 & Asmal 2000). The contributions approach suggested by Banks (2006) falls 
under this category (Lemmer et al 2012:9).  
Educating for amalgamation maintains “neutrality towards diversity” by stressing 
“commonalities across groups in an effort to reduce prejudice” (Castagno 2009 & Lemmer et al 
2012).  The fostering of intercultural competencies for developing intercultural understanding is 
motivated by this approach which aims at the improvement of intercultural relations. The third 
approach is Educating for pluralism where the emphasis, according to Castagno (2009:45), is on 
difference rather than commonalities. The focus of this approach is on maintaining group 
identities and affiliation and inculcating an attitude of respect for the ‘other’.  
The fourth approach is Educating for cross-cultural competence. This approach builds on the 
second approach, educating for amalgamation, in that it calls for the acquisition of the skills and 
knowledge (intercultural competencies) by students that enable them to function across cultures 
(Lemmer et al 2012:8).  Educating for critical awareness is the fifth approach. In this approach 
to teaching and learning, there is an emphasis on learners developing a critical awareness and 
“understanding of power, privilege and oppression within and between groups” Castagno 
(2009:46). The transformative approach (Banks 2006), multicultural social justice education 
approaches (Sleeter & Grant 2007) and the culturally responsive teaching approach (Gay 2000) 
all fit into this category because they promote social justice and transformation (Castagno 
2009:46). 
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The last category suggested by Castagno is Educating for social action. According to Lemmer et 
al (2012:9) this approach is based on the premise that students need to “act to affect social 
change.” The distinctive characteristic between this approach and the previous one is that the 
creation of a critical awareness, albeit a necessary step, is not adequate to ensure real change in 
society. Castagno (2009:47) claims that the comprehensive definition offered by Nieto (2004) 
and the theory of Culturally Relevant Pedagogy developed by Ladson-Billings (1995b) resonate 
with this last approach because they suggest social action must be added to critical awareness to 
effect real social change. Castagno’s framework of typologies covers almost every other 
approach developed by leading theorists and authors in the field of education. For this reason, it 
is therefore suitable to be used as the theoretical framework for this study.  
The relevance of Castagno’s typologies to this study can be found in that it provides a continuum 
of positionality where the researcher can locate the extent to which lecturers accommodated 
diversity in their classes. The approaches they adopted could then be compared relative to the six 
categories in order to analyse whether their methods are regressive or progressive against the 
backdrop of a humanising pedagogy that imbibes the very essence of educating for diversity. 
Further to this, the categories served to guide the data analysis process which resulted in the 
development of themes that resonated with these categorisations.   
2.3  THE CONCEPT OF CULTURE 
2.3.1  Defining culture 
The basic concept of culture is aptly captured in the following definition offered by the Shape of 
the Australian Curriculum: Languages (Australian Curriculum, Assessment and Reporting 
Authority 2011:16) as: 
 “… a complex system of concepts, values, norms, beliefs and practices that are shared, created 
and contested by people who make up a cultural group and are passed on from generation to 
generation.” 
Culture itself is inherently static and represents the root concept and point of departure for both 
the concepts of multiculturalism and interculturalism. It is often accepted that culture is a 
difficult concept to define. Dasenbrock (1992, as cited in Botha 2011:3) likens culture to a 
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conceptual moving target – a concept difficult to define at times, but always contested and the 
boundaries of which proves to be an exceptionally complex task to demarcate. The distinction 
between culture as a static concept and culture as a dynamic concept has important implications 
for education and its pedagogical approaches. If culture is then perceived to be dynamic, then it 
follows logically that education and teaching and learning requires a dynamic approach which is 
both fluid and adaptable. Linking up with the concept of culture, multicultural education extends 
this conceptualisation and incorporates the recognition of cultural diversity into the principles of 
teaching and learning.  
Street (1993, as cited in Lundgren 2011:16) in turn, conceptualises and presents culture as a fluid 
term which can be viewed differently by different people at the same time. This perspective ties 
in well with the notion that culture can also be perceived as dynamic depending on how it is 
viewed. Meier (2007:658) substantiates this observation by stating that because we are in a 
continuous cycle of growth, we modify and reinterpret the assumptions we make and this points 
to culture as being a continuous process of meaning-making as we are influenced by external 
factors. Culture therefore, is often viewed as having static elements, but presents a dynamic 
interface when these elements both influence and interact with each other especially in the 
context of teaching and learning. 
According to Nieto and Bode (2008:173) a static view of culture does not acknowledge that 
modern societies are more heterogeneous than ever before. They propose that hybridity is an 
additional lens through which we can understand culture. Their claims are based upon “the 
fusion of various cultures to form new, distinct and ever-changing identities. Nieto and Bode 
(2008: 171) define culture as “consisting of the values, traditions, worldview, and social and 
political relationships created, shared and transformed by a group of people bound together by a 
common history, geographic location, language, social class, religion, or other shared identity”. 
Nigel (1997) offers a similar definition claiming that culture is anything characteristic of the way 
of life of a particular group” and this would include identity, race, language, ethnicity, religion, 
beliefs values, rituals norms, practices and all other aspects unique to a specific group of people. 
Culture can be used to inform teaching and learning (Howe & Lisi 2014:48). This resonates with 
the theory of Culturally Relevant Pedagogy based on the research done by Gloria Ladson-
Billings in 1995. Her theory emphasises the importance of culture in the educational context of 
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teaching and learning (See section 2.5.2). In later research, she discovered a positive correlation 
between the culture of the student and that of the educational institution and the student’s level of 
achievement (Ladson-Billings 2009). According to the findings based on her research, the larger 
the gap between the culture of the learner and the culture of the school, the greater the possibility 
of low learner achievement. The converse is also true (Howe & Lisi 2014:48). 
The critical importance of culture in multicultural education and diversity education demands 
that educators educate themselves in issues of diversity. Effective multicultural teachers explore 
culture and use it to engage learners in meaningful learning. The role that culture fulfils in 
education cannot be dismissed as insignificant. To the contrary, without the consideration of 
culture in education, diversity cannot be addressed in meaningful ways. 
2.3.2 The role of culture in education 
In their comprehensive text concerned with the development of multicultural educators, Howe 
and Lisi (2014:113) summarise the importance of culture in education by stating that it provides 
invaluable tools that educators cannot ignore when engaging with diversity in the classroom. 
Culture includes the past, the present and the future and needs serious consideration as it 
influences how learners learn, how they think about what they learn and how they perceive what 
is being taught to them. The degree of influence that culture has on learning cannot be ignored. 
Bennett (2011) proposes five ways in which culture influences learning: cultural socialisation, 
sociocultural tightness, ecological adaptation, biological effects and cultural language. Each of 
these ways is equally influential and important in our understanding of the effects of culture on 
learning by exposing the complexity of the concept of culture itself. What is vital here is that 
culture in education is not regarded as a superficial component of diversity, but is rather viewed 
as an inherent, very complex and rich resource for teaching diverse learners. Added to this, 
intercultural competencies that enhance intercultural understanding and contribute to meaningful 
teaching and learning can only be fostered when educators have a deep and comprehensive 
understanding of culture. 
Although notions of culture immediately garner images of human difference, there is the 
institutional culture of educational institutions, which plays a major role in the way students 
learn. Although not the primary focus of this study, due consideration must be given to the 
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influence of institutional culture on learning, if not, then only to make us aware that cultural 
diversity can originate elsewhere and possesses other dimensions of influence on education. 
Howe and Lisi (2014:338) remind us that teachers and learners intersect in the classroom which, 
in itself, is not a neutral space. Each enters this space holding a particular position and the space 
itself influences each in turn. Attempts to synchronize this trilogy of cultural diversity and 
cultural identities (that of the teacher, the student and the institution), require that we maintain a 
comprehensive vigilance of culture in our approaches to dealing with diversity in our classrooms. 
In terms of student perceptions of culture, we are emphatically reminded by Nieto and Bode 
(2008:321) of the fact that “young people maintained pride and satisfaction in their culture and 
the strength they derived from it.” Students view culture as an integral part of who they are. 
Culture plays an important part in their identity formation and therefore the recognition of these 
identities is a vital tool in a pedagogy that aims to effectively engage diversity. Educational 
institutions are viewed as microcosms of society and it is not surprising that earlier approaches to 
multicultural education followed the same assimilationist strategy that society continues to 
impose on difference. Culture and diversity must be acknowledged, accepted and embraced in 
order to foster meaningful intercultural relations within the teaching and learning context.  
In an educational environment that more often than not, imposes an assimilationist approach 
towards diversity, students are ‘almost taught’ that culture is not important (Nieto & Bode 
2008:329). Student identities are a result of their cultural background and cultural socialisation – 
a fact that cannot be overlooked when engaging and approaching diversity in the classroom. 
Nieto (as cited in Nkomo & Vandeyar 2009:18) states that consideration for the role of cultural 
diversity in education and the search for a more inclusive definition thereof has resulted in “a 
growing recognition that there are complex and important intersections among all social 
identities that need to be accounted for in diversity education”. The next section will focus on 
diversity education and its manifestations.  
2.4 DIVERSITY 
2.4.1 Diversity in education 
According to Darling-Hammond and Bransford (2005:232) diversity is inherent in humans and 
therefore learners are also unique and very different from each other in many ways. Nieto 
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(2002:183) outlines the importance of understanding the term diversity in education when 
specifically considering teacher education. She adds further that it is a term often used, but 
seldom properly defined and is also often misused to “soften the blow of racism”. Diversity in 
education can broadly be defined as all those differences that include race, ethnicity, social class, 
gender, language, culture and ability (Nieto 2002, Nieto & Bode 2008). These authors both 
acknowledge the inherently complex nature of diversity and the importance of formulating a 
proper definition that minimises the risk of misinterpretation and misuse of the term, even more 
so when it is considered within the subject of education. 
Engaging diversity successfully in education implies that the potential that is inherent within 
diverse classrooms is realized through a pedagogical framework which supports students from 
diverse backgrounds in developing meaningful intercultural competencies (Lee et al 2012:7). 
Jansen (2009:258) captures the complexities of diversity in education when he claims “but 
classrooms are themselves deeply divided places where contending histories and rival lived 
spaces come embodied with indirect (and sometimes direct) knowledge into the same 
pedagogical space to create deeply complex challenges for teachers.” Diversity in education 
deserves special attention as it compels the mind to consider more than just the obvious, 
demanding an understanding of the individuals, institutions and politics implicated within the 
pedagogical and socio-political context.  
Robinson & Zinn (2007:65), in their research study concerning teacher preparation for diversity 
at selected South African universities, hold the view that diversity in education needs to include 
race, class, gender, poverty, disability and unemployment and would also include religion, 
customs, age and financial ability to meet tuition fee commitments. Their reasoning for this more 
comprehensive point of departure for diversity in education lies not only in the notion of the 
recognition of difference, but also that educators afford their students equal educational 
opportunities. They more specifically refer here to the “politics of difference” (Robinson & Zinn 
2007:64). 
Tying in with the views of Robinson and Zinn (2007), Alexander (2004:203) echoes similar 
sentiments when he claims that diversity in the educational context focuses on issues of access 
and the success of students formally “under-represented” under an oppressive apartheid political 
dispensation. He convincingly argues for diversity to be linked to identity rather than culture as 
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he states that although culture is a major component of diversity per se, linking it to identity is a 
more dynamic approach as culture and socialisation make up identities. Culture he claims is too 
static and insulated. 
According to Meier and Hartell (2009:180), diversity education in South Africa was influenced 
by a variety of variables which in turn influenced the responses of educational institutions in all 
spheres of the educational landscape. The extension of their viewpoint to the argument is that 
“the decentralisation of education” served to create “racially defined communities” which now 
had the legal right to “preserve their privileges”. This is a view held by several authors and 
educational researchers such as Jansen (2009), Vandenyar (2010), Carrim and Soudien (1999), 
Chisholm (2004) and Nkomo and Vandeyar (2009). In other words, desegregation and the 
ensuing integration that took place in education in South Africa post-1994, not only ‘legalised’ 
the preservation of privilege for both those who were in a privileged position in the past, but 
served to do the same for the formally oppressed communities and schools. 
Schools used the guise of “upholding standards” to protect white privilege when accommodating 
black students in formally white schools and applying the same “invisible, yet destructive” rule 
when considering staffing requirements – this was done along “deeply ingrained, racialized 
notions of white competence and black incompetence” (Meier & Hartell 2009:185). The 
challenge of diversity education brought about by a new political dispensation affected not only 
educational institutions and students, who struggled with this transition, but educators per se 
were having to deal with their own position and agency in a dangerous territory fraught with the 
trappings and confrontations of grappling with issues of race, white privilege and the non-white, 
previously disadvantaged in a dynamic socio-political context that remained both volatile and 
filled with complexities.  
Diversity in education is therefore viewed to have its origins not only in the difference of 
cultures, but also in the differences of gender, race, sexual orientation, religious affiliation, 
economic position, demographic dispositions, and socio-political context. A deeper study of 
diversity in education reveals these equally important components and demands a multi-facetted 
approach to understanding and comprehending its complexities and the challenges it poses, 
especially at grassroots level.  
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2.4.2 Cultural diversity 
Cultural diversity in the teaching and learning context provides a very concrete and consistent 
challenge to all educators. Some of these challenges are listed by Crose (2011:388) as “language 
barriers, differing learning styles, preconceived cultural traits, and the development of methods 
to effectively assess all students in a culturally diverse classroom.” He ventures further, tying 
into the concept of Culturally Relevant Pedagogy, to pose the burning question: “What 
adjustments are to be made to classroom pedagogy that fosters intercultural understanding, but 
still provides an academic experience that is meaningful to all students?” (Crose 2011:388). His 
tacit response to this question is founded upon the opinion of many researchers who claim that 
the solution lies in culturally responsive teaching practices and learning strategies. This topic, 
however, will be discussed in more detail in a later section of this literary review. 
Mitchell (2010:627) emphasises this when he concludes that “educators must be prepared to 
respond to changing classroom conditions as a means for establishing pedagogically meaningful 
connections when the moment arrives.” This claim is substantiated by both Crose (2011) and 
Turner (2009). Meier continues and extends the concept of diversity in the classroom by stating 
that learner diversity will always be a present factor in education. She also argues that regardless 
of the educational model that is chosen or the selected approach, diversity will remain part and 
parcel of education (Meier 2005:176).  
Howe and Lisi (2014:99) highlight a very important consideration claiming that there is “so 
much more to understanding and knowing deeply about a culture.” This alone directs our 
attention not only to the intricacies of culture per se, but also to the complexities it brings to 
diversity and diversity education. Besides race, culture remains the other most recognised, salient 
feature of diversity that poses a direct pedagogical challenge for successful and meaningful 
teaching and learning.  
Jansen (2004:105) makes reference to the fact that educators fail to cater for “the rich cultural 
diversity” of classrooms by “exercising considerable autonomy over how and what they teach”. 
The resultant net effect is that the curriculum content is not truly inclusive in the way it is 
conveyed and taught, with certain groups experiencing favour over others when teacher bias is 
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explicitly revealed. Meier and Hartell (2009:186) label this as not being the core of a learner-
centred approach, but rather that of a teacher-centred approach. 
Cultural diversity, when conceptualised from a broader perspective, just as with diversity itself, 
conjures up notions of race, evolving identities (which fluctuate within different contexts), 
dispositions of privilege and deprivation, socio-political contextual considerations, the value of 
difference, prejudice and discrimination and the circumstantial diversity that occurs within racial 
categories themselves. Educators cannot ignore these complexities when addressing diversity in 
the classroom. Their actions must not only be about the “recognition of difference, but also about 
how (their actions) did or did not offer the ‘just distribution’ of educational opportunities to their 
student teachers” (Robinson & Zinn 2007:65). Cultural diversity remains but a single component 
when considering diversity in education. The socio-political context also plays a vital role in 
these considerations.   
2.4.3 The socio-political context of diversity 
According to Nieto (2002:185) “diversity cannot be separated from its socio-political context”. 
She argues that the role of diversity in the classroom cannot be understood without considering 
how students are treated according to perceived differences rather than because of the differences 
themselves. In a later text, Nieto (2008:7) points to the fact that a critical view of multicultural 
education must start with an understanding of the socio-political context of education. 
The socio-political context of education includes ideologies of society, school policies and the 
way they enact them, the structures of society as well as the political structures and the way 
education is governed. The socio-political context shapes education in ways that transcend the 
classroom influences normally associated with teaching and learning. According to Howe and 
Lisi (2014:6) a traditional approach to pedagogy does not define multicultural education. They 
claim that good pedagogy “includes the desire and ability to deal with issues of equity and social 
justice.” Education, and this includes diversity education, does not take place in a vacuum as 
teaching and learning are influenced by political and economic factors, social interactions and 
structures. 
Perceptions towards and of diversity are, more often than not, formed from an elitist standpoint 
that almost always never includes consideration for the intellectual competencies of students 
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(Nieto 2002:185). This in some way resonates with the writings of Paulo Freire where the 
intellectual capacities of individuals have to be raised to a level of critical thinking around social 
issues so that effective mobilisation can be effected through a liberation of the oppressed. 
2.5 APPROACHES TO ACCOMODATING DIVERSITY IN CLASSROOMS 
According to Lee et al (2012:7) if the potential for diverse classrooms is to be realized, 
“instructors need a pedagogical framework for effectively engaging diversity to support 
intercultural outcomes.” Although these authors offer a very recent and significantly focused 
monograph based on developing pedagogy for fostering intercultural competencies, their primary 
point of departure and the one they use as the foundation for their recommendations is a deeper 
more meaningful engagement of diversity in undergraduate classrooms. They highlight four 
pedagogical practices that support the engagement of diverse student contingents and the 
development of intercultural competencies. These practices are as follows (Lee et al 2012:9):  
 Acknowledging anxiety and offering support when dissonance threatens to undermine 
learning;  
 Disrupting social relations that involve segregation and bias;  
 Modelling the balance of suspending judgement and legitimate constructive critique; and  
 Facilitating conditions to support inclusive dialogue. 
Howe and Lisi (2014:20) propose similar conditions that are crucial for the development of 
multicultural educators: developing an awareness of bias, prejudice and discrimination as 
experienced by others; fostering a knowledge of other cultures and perspectives; developing 
skills that are required to teach to diverse cultures and learning styles; and to develop lifelong 
learning to increase knowledge and skills concerning diversity education. The point of departure 
for these developmental guidelines for multicultural educators is based on the fact that culture 
affects learning.  
Classrooms are dynamic spaces of interaction where the reality can be disrupted in an instant and 
the resultant effect on facilitation can be catastrophic. In a mono-cultural classroom, students 
share the same culture and hold the same values, morals and beliefs making facilitation a less 
28 
 
risky enterprise. Facilitating a diverse class and engaging with that diversity is a pedagogical 
challenge that even the most experienced of educators can find daunting. Howe and Lisi 
(2014:11) direct us to the fact that more often than not, educators are not prepared to work and 
engage with diversity, often using only a few teaching strategies that are mainly teacher-centred 
and content-driven. 
When the prominent component of diversity, namely that of race, is explored in classrooms that 
are predominantly white for example, educators of colour are faced with real challenges 
regarding their identity and the essence of who they are and what they need to do. As Yancey 
and del Guadalupe Davidson (2014:15) so aptly explain that “they also have to confront some of 
the most deep-seated and all-to-often disembodied assumptions about what it means to know, 
how such knowledge functions, and who this society pictures as a knower.” Lecturers have to 
deal with their own identity, their histories and their position in society in the then and now 
before they can effectively approach and deal with diversity in the classroom. 
 A similar view is held by Kandaswamy (2009) when she emphatically claims throughout her 
thought-provoking and challenging article on the subject of moving beyond colour-blindness and 
multiculturalism, that educators need to challenge not only their own identities and positions of 
privilege, but simultaneously guide their students to do the same by openly dealing with issues of 
race and discrimination and other issues of difference. This she says will ensure that diversity is 
dealt with in a way that moves beyond tokenism and ‘empty’ multicultural education 
(Kandaswamy 2009:7). 
In terms of educator approaches towards diversity with specific reference to educators exploring 
their own identities and positioning themselves within their own philosophical understandings of 
who they are, where they come from and how they see themselves in relation to others, McCrary 
(2010:455) holds the view that “dialogic interaction” must take place in an “equitable context 
where hierarchical positions are diminished to create the possibility of understanding others’ 
perspectives. This implies that teachers must learn to deal with the often ambiguous process of 
rethinking their perspectives – a task that remains inherently difficult requiring “instructional 
opportunities to critically examine one’s own perspectives” An observation carefully made by 
Darling-Hammond and Bransford (2005) who insist that such “instructional opportunities” are 
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crucial for educators to achieve the “dialogic interaction that is required for promoting 
understanding. 
2.5.1 Multicultural education 
A review of relevant literature, lists many definitions of multiculturalism with almost all 
embracing the main thrust of the concept of culture within education, namely cultural diversity, 
as a starting point. Multiculturalism, the concept steeped in cultural diversity, therefore in turn 
forms the basic point of departure for multicultural education. Rodrigues (2005:20) offers a 
description of multiculturalism which frames it as “a social mosaic of bounded and identifiable 
cultures co-habiting a common territory in the context of a single dominant culture.” 
Multicultural education, as defined previously, embraces the principles of multiculturalism 
which includes the recognition of cultural diversity in all its forms. A relevant example of this 
would be the definition offered by Banks and Banks (2010) who capture multicultural education 
in a profound manner when they explain that the first aim of multicultural education is to provide 
equal education for students from all ethnic groups whilst simultaneously fulfilling the vital goal 
of equipping students with the knowledge and skills required to function effectively in a diverse 
global society. 
Squelch (1993) defines and outlines multicultural education as education that involves the 
following:  
 the development of cultural awareness; 
 the recognition and acceptance of cultural diversity, which forms a central consideration 
in the formulation of educational policies; 
 the development of equity in education; and  
 the transformation of the school environment to meet the needs of learners from diverse 
cultural, linguistic, and socioeconomic backgrounds. 
In terms of the goals of multicultural education, she posits the following (Squelch 1993): 
 The enhancement of equal educational opportunities 
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 The development of the ability to identify with and relate to one’s own and other groups  
 The reduction of racial discrimination 
 The development of multicultural attitudes, skills, and knowledge 
 The inculcation of core values 
 The promotion of effective relationships between school and home  
To fully understand multicultural education one needs to analyse the dynamic nature of the 
concept. A definition of multicultural education such as the one offered by Nieto (2002:186) 
displays the dynamic characteristics and emphasises the process and the fact that it always 
remains contextually bound. Her definition of multicultural education is based on seven major 
characteristics: basic education, anti-racist education, education for all students, pervasive, a 
process, important for all students and critical pedagogy. A more compact, but still 
comprehensive definition is offered in a more recent text, where multicultural education is seen 
“as embedded in a socio-political context and as anti-racist and basic education for all students 
that permeates all areas of schooling, and that is characterised by a commitment to social justice 
and critical approaches to learning” (Nieto 2010:26). 
In a much more recent collaboration, Banks and McGee Banks (2010:1) also perceive 
multicultural education as a process of educational reformation with the main goal being to effect 
substantial structural changes within educational institutions so that all students have the same 
opportunity to achieve academically. Culture, being multi-faceted, brings a myriad of challenges 
to education in general and in turn demands an approach, which can not only meet these 
challenges, but also one that ultimately breeds strategies which will allow for a mastery of vital 
intercultural competencies. More specifically, these strategies in the teaching and learning 
context should enhance intercultural understanding in the classroom resulting in effective and 
meaningful learning. The extension of this argument should then also hold true for the context of 
higher education. 
Nieto (2010:26), in her seminal work, The Light in Their Eyes, argues that “multicultural 
education, and all good teaching, is about transformation…deep transformation on a number of 
levels - individual, collective, and institutional.” Individual awakening leads to personal 
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transformation as educators perceive their role of agency in relation to a greater purpose than just 
the mere transformation of knowledge and being teachers of content. Gordon (2005), in his 
article on multicultural education beyond the concepts of the celebration of heroes and holidays, 
argues for a broader conceptualisation of multicultural education which “has the advantage of 
helping us avoid the tendency of equating multicultural education with mere content 
integration.” He claims that this broader notion of multicultural education forces us to realise that 
it “is just as much about how we teach and interact with students as it is about what we teach 
them” (Gordon 2005:35).  
Multicultural education has developed as an all-encompassing or “umbrella concept” (Sleeter & 
Grant 2007) for those practices and programmes that acknowledge, infuse and promote diversity 
within education. With reference to the situation regarding education in South Africa, the change 
in terms of student demographics within schools, from that of a homogenous learner population 
to a heterogeneous one, led to the adoption of multicultural education practices often referred to 
as non-racial education by the post-apartheid government (Soudien 2009, Nkomo & Vandeyar 
2008). In international discourses on diversity education, multicultural education has been 
termed as anti-racist education (in South Africa as well), anti-oppressive education (in the United 
States) and intercultural education (in Western Europe). Although, this variation in terminology 
can initially seem confusing, they all embrace the same principles namely those of educational 
equality, the acknowledgement of cultural diversity, the fostering of mutual respect and 
appreciation of others, transformation, and social justice. 
2.5.2  Culturally Relevant Pedagogy 
These definitions of cultural diversity and multicultural education frame the concepts of both 
culturally relevant pedagogy (CRP) and culturally responsive teaching (CRT). Young (2010:248) 
cites Ladson-Billings (1994) as having first conceptualized the term CRP “as pedagogy that 
empowered students intellectually, socially, emotionally, and politically by using cultural 
referents to impart knowledge, skills, and attitudes.” Fitchett, Starker and Salyers (2012:586) 
provide us with their definition of CRT by stating that CRT can be seen as a proactive pedagogy 
that encourages educators to reflect upon diverse student needs whilst also meeting those needs 
at the same time.  
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Young (2010:248) proceeds further to cite Ladson-Billings (1994) as stating that she viewed 
culturally relevant pedagogy as a theoretical model that was based on three criteria, namely; 
academic success, cultural competence, and socio-political consciousness. Added to this she 
identified three theoretical underpinnings that satisfied these criteria and that broadly define 
teaching behaviours: conceptions of self and others; social relations, and conceptions of 
knowledge.         
De Cuir-Gunby et al (2010, as cited in Botha 2011:13) identify cultural competence as one of the 
components of CRP and refer to the recognition of the cultural strengths of students by educators 
and the inclusion of these into classroom pedagogy. This study aims to probe further into the 
topic of diversity education and how this can be approached more effectively through the use of 
teaching and learning strategies that incorporate the principle ideas of CRP.   
A literature search revealed a significant absence of research done in South Africa that 
investigates the advancement of diversity education in the teaching and learning context 
especially in higher educational institutions. Meier (2007:172) claims that in comparison to 
international studies, very little research has been conducted on the attitudes and effects of 
teacher perceptions of diverse student groups within multicultural schools in South Africa.  
The few studies that have been conducted focus mainly on secondary education, but hardly any 
studies project the theory of culturally relevant pedagogy to higher educational institutions. 
Further research, using diversity education as the focus should be conducted at tertiary 
institutions so as to expand the justification for using a CRP to enhance academic achievement in 
culturally diverse undergraduate classrooms.  
Paulo Freire, in his seminal work ‘Pedagogy of the Oppressed’, emphasized the value of 
liberating education for disadvantaged groups which provides them with the capacity to realize, 
criticise and finally escape their ‘oppression’ and to strive for equality and social justice. Gordon 
(2005:32) makes reference to Critical Pedagogy as “particularly useful in addressing problems 
such as the inequality, poverty, racism, and discrimination that plague our society.” He claims 
that Critical Pedagogy is a more than useful tool for helping students to comprehend and 
confront these issues because it “considers the world from the vantage point of the powerless, a 
perspective that is typically marginalized or ignored.” Viewed through the liberating lens of 
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Critical Pedagogy, education should enable students to be empowered to change society above 
all else – especially above the easier option of simply adapting to it. 
It is the purpose of this study to fill the gap created by an absence of research conducted at 
undergraduate level regarding lecturer approaches to dealing with diversity through the use of 
relevant teaching and learning strategies. In addition, a further aim of this research is to make a 
contribution to the understanding of the ways in which lecturers approach diversity in their 
classrooms, and more specifically, the infusion of a culturally relevant pedagogy into the 
curricula and teaching and learning strategies that they employ in these higher education 
institutions. 
2.5.3 Intercultural understanding 
The preceding review brings us to the topic of intercultural understanding. In a publication on 
reorienting teacher education to address sustainable development funded by Unesco (2010:32), 
intercultural understanding is outlined as engaging knowledge, awareness and understanding of 
all the facets of other cultures for a peaceful and cooperative coexistence. The report implies 
therefore that significantly more important than its content; are the processes of teaching and 
learning intercultural understanding. Meier (2007:669) continues by advancing this view with 
her comment that “Intercultural understanding is a complex subject that requires considerable 
powers of observation, thoughtful analysis and command of language, which can only be 
achieved over time and by means of a concerted effort. The achievement of intercultural 
understanding furthermore requires specialised expertise and intellectual maturity.” 
Intercultural education and more specifically, intercultural understanding, because of its 
complexity, require deep thought and a great deal of cognitive conceptualisation both before and 
during application. Lee (2005:202) picks up on this idea when she states that critical thinking, 
when viewed in the context of multiculturalism, implies a risk-filled journey beyond accepting 
diversity for its own sake. In order to foster intercultural thinking in tertiary educational 
institutions, communication must be improved among both groups and individuals beyond the 
recognition of diversity.  
According to Meier (2007:660) what is required for intercultural understanding is the acceptance 
and recognition of cultural diversity, together with the informed intellectual appreciation of and 
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engagement with this diversity. For this to be achieved, the common humanity of all 
communities must be recognised and accepted without reservation in the spirit of empathy, 
tolerance and respect.  
Intercultural understanding therefore requires a pedagogical approach to teaching and learning 
that both demands and requires intense engagement.  Lundgren (2011:29) articulates this in 
simple terms saying “Intercultural understanding is an interactive process which begins with an 
encounter.” Lee et al (2012:61) state that “any pedagogy that seeks to sponsor intercultural 
interaction needs to take a deliberate, reflective stance that resists the assumption that teachers 
and students enter an equally “safe” space inside of our classes, a space where our deeply held 
beliefs are held in abeyance.” This statement, together with the summarising remarks of Meier, 
encapsulates the essence of what is required for an understanding of the concept of intercultural 
understanding.  
The development of intercultural understanding in the university classroom context cannot be 
detached from diversity education, the aim of which it is to build intercultural competencies not 
just amongst students, but also in the teaching and learning context between teacher and students. 
Intercultural understanding as an intercultural competency is therefore a vital component of 
diversity education and deserves serious and thoughtful consideration in the classroom context. 
2.5.4 Teaching and learning styles for diverse classrooms 
Teaching and learning styles are two interrelated concepts. Although each can be analysed 
separately, if one wants a deeper understanding of both, then they should be studied 
simultaneously. Teaching styles vary significantly from teacher to teacher and they are as unique 
to each as is the individual styles of learning found amongst students. To marry a teaching style 
with a specific learning style begs that educators have understanding, knowledge and practice in 
both of these fascinating concepts. A professional educator is expected to be knowledgeable in 
both teaching and learning styles. 
According to Dreyer and Van der Walt (1996:470), “Increasingly, the university classrooms are 
becoming multilingual, with the result that lecturers are confronted with students, in one class, 
who have a wide variety of learning styles.” They add to this statement by claiming that 
lecturers, in turn, must develop a critical awareness of their own teaching and learning 
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preferences so that they may reflect and respond appropriately to the unique learning styles of 
their students. Lecturers are therefore committed to create an environment which embodies the 
best possible teaching and learning conditions for their students (Dreyer &Van der Walt 
1996:470). 
Each and every classroom has complex opportunities, whether educators acknowledge these or 
not, and these very opportunities can either promote or depress the contributions that students 
bring to the teaching and learning environment (Lee et al 2012:83). In the foregoing section on 
diversity in education, the focus was on the complexities and challenges that diversity per se 
brings to the educational context. Jansen (2009:258) makes an extremely valid point when he 
states that the teacher is “not some empowered educator” who has all the solutions for a troubled 
world, but is rather “implicated within the social and pedagogical narrative.” This alone has 
serious implications for diversity education.  
According to Gordon (2005:35) the advent of diversity in classrooms resulted in teachers not 
being able to rely on a single instructional approach, but becoming proficient in many teaching 
strategies that by doing so would serve the needs of diverse students. He continues with his view 
that educators need to manage their classes by interacting with students in a more democratic 
way with lessons planned in such a way that it allows for critical thinking and the expression of 
student opinions and student voice (Gordon 2005:33). Other authors (Robinson & Zinn 2007, 
Kandaswamy 2009 and Sosibo 2013) all agree that instructional approaches to diversity in the 
classroom need to have this point of departure and contain the elements necessary for ‘deeper’ 
diversity education to take place. 
Kandaswamy (2009:7) critically points out that the intricate and complex dynamics that are 
observed from an in-depth study of diversity education, forces educators to critically consider 
who benefits from an emphasis on diversity education – the privileged or the previously 
disadvantaged? A similar question is posed by Robinson & Zinn (2007:72) who found that issues 
of marginalization became central to dealing with issues of diversity and that the framework for 
approaching classroom diversity was informed by the question of who benefits and does not 
benefit from diversity education. 
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Mills and Ballantyne (2010) draw significant conclusions from their study of pre-service student 
teacher dispositions towards diversity. In their concluding remarks, they emphasise the huge 
responsibility that teacher educators have in supporting the profession of teaching by developing 
deep and meaningful approaches to dealing with and engaging with the diversity they encounter 
in their classrooms (Mills & Ballantyne 2010:454). Although their study argues for a 
developmental hierarchy of change, their findings provide significant insights that point to how 
educators, and especially those that educate pre-service teacher students, should approach the 
issue of diversity within their classrooms. 
Alexander (2004:204) in a research study performed on diversity at a dual medium South 
African university involving first-year students and the factors affecting their attitudes toward 
specific courses, claims that there seems to be almost no research done on the effective 
application of “same kinds of lectures, assignments and educational model” to diverse students. 
Lecturers’ classroom strategies therefore hold an important clue as to how effective teaching and 
learning styles can or cannot be.   
According to Lemmer et al (2012:91) teaching styles share a relationship with student learning 
styles. They state a common fact that teachers tend to adopt teaching styles that are guided by 
their own styles of learning. Teachers need to recognise and understand their own style of 
teaching so that they may apply that knowledge when considering the learning styles of their 
students (Lemmer et al 2012:1). Howe and Lisi (2014:216) claim that “understanding how 
student learn is a key step to developing effective teaching practices.”  
2.5.5 Lecturers’ classroom strategies 
 
According to Killen (2010:1) “no single teaching strategy is effective all the time for all 
learners.” He claims that the main reason for this is that the complexity of the processes of 
teaching and learning has different factors that impinge upon them. The teacher does not fully 
comprehend these factors and cannot exercise control over them (Killen 2010:1). Besides these 
‘uncontrollable factors’, a brief historical view will reveal that the world in which teaching takes 
place has changed rapidly. The development of technology, urbanisation, globalisation, changes 
in the nature of economies, societal changes and changes in population demographics, to name 
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but a few, has placed complex and demanding questions on how we should teach in an 
increasingly diverse educational landscape (Howe & Lisi 2014:218). 
Understanding how people learn is the first step towards a comprehension and full understanding 
of teaching and related classroom strategies. It is therefore considered vital to have knowledge 
and understanding of learning styles before teachers’ classroom strategies can be formulated. It 
must however be emphasised that teaching does not solely depend on learning, although the 
relationship between the two can best be described as “symbiotic” (Killen 2010:8). Since 
learning is the purpose of education (Howe & Lisi 2014) learning theories will inform teaching 
strategies.  
2.5.5.1 Social constructivism 
Three main learning theories can be found in psychological and educational research, namely: 
Behaviourism, Cognitivism and Constructivism. The first two theories are respectively 
dependent on behavioural outcomes (skills learned as a result of teaching) and cognitive changes 
occurring as a direct result of learning. The latter theory, constructivism is based on the idea of 
providing learners with the opportunities to construct their own understanding of what is learned, 
based upon their individual creation of relationships between the various ideas that are being 
taught (Killen 2010:7). In other words, the idea of constructivism assumes that cognitive 
frameworks are formulated and changed when knowledge and proper understanding is acquired.  
Out of the theory of constructivism evolved the concept of social constructivism which expanded 
the focus from individual knowledge construction to the idea of knowledge being socially 
constructed. According to Powers-Collins (1994:5), social constructivism views learning as a 
process that is determined by social interactions with teachers and the environment. In social 
constructivism, the emphasis is on “the process of knowledge construction by the social group 
and the inter-subjectivity established through the interactions of the group” (Au 1989:299).  
The implication of social constructivism for education is an obvious one. Learning is both an 
individual and collective endeavour. The former focusses on individual knowledge construction 
and the latter on knowledge that is based through social interactions, especially in a formalised 
teaching and learning environment. According to Flint (2016:40) the socially constructed 
classroom implies that every student acknowledges the influence and impact of his/her own 
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perspectives on others. This is important as “social constructivists believe that multiple truths can 
coexist” and that a true respect for diversity is developed during the collision of individual 
perspectives and where it is realised that multiple perspectives can all be true and coexist (Flint 
2016:40) 
Fostering respect for diversity is one of the goals of multicultural education and the premise of 
most diversity pedagogies. The concept of social constructivism holds significant ground in the 
attempt to explain the achievement gap in terms of “the societal conditions” that led to the 
disparity in performance in the first place (Au 1989:301). When this consideration is applied to 
the South African educational context (see section 2.8), then a social constructivist approach to 
student learning forms a very important theoretical and practical base upon which teaching and 
learning can be understood.  
2.5.5.2 Multiple intelligences 
Following on from the concepts of cognitivism and constructivism is the theory of Multiple 
Intelligences (MI). Developed by the psychologist, Howard Gardner in 1983, MI, as the name 
suggests is a theory born out of a project that was designated to investigate human potential, and 
initially had very little to do with education or teaching and learning (Gardner 2003:3). MI rests 
on the principle that all humans possess more than one ‘intelligence’. His research and 
subsequent development of his theory, settled on seven intelligences: logical-mathematical, 
linguistic, musical, spatial, bodily-kinesthetic, interpersonal and intrapersonal (Gardner & Hatch 
1989:6). According to Gardner (2003:5) we all possess these intelligences to a varying degree 
and that no one individual will display the same intelligence profile as the next, when tested. 
Educational psychologists and practitioners showed an immense interest in MI theory and its 
application was widely implemented in educational circles at that time (Gardner 1995:16). MI 
theory explains that “each intelligence displays a characteristic set of psychological processes 
which can be assessed” (Gardner & Hatch 1989:6). The basic foundation of MI theory and the 
implications it had for assessment design, made the possibilities for application in education for 
improving teaching and learning, an attractive application with real benefits. According to 
Gardner and Hatch (1989:6) MI could be assessed in a culture-dependent way, as with most 
other intelligence assessments. The learner being assessed must have some prior knowledge or 
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experience of the subject matter or the topic. MI theory therefore influences the way we think 
about how students learn and how teaching and learning should be designed and implemented in 
a formalised educational environment.   
2.5.5.3 Problem-based learning 
According to Killen (2010:249), Problem-based learning (PBL) is a teaching strategy based on 
problem-solving approaches and has a significant impact on curriculum design and 
implementation. The premise that undergirds PBL is that learners gain knowledge (and learning 
occurs), develop deep understanding and develop a range of skills when they engage with 
appropriately designed problems. Besides the fact that PBL allows the learner to draw on a 
variety of cognitive skills and intelligences, it also empowers them to take responsibility for their 
own learning (Killen 2010:264).  
The implications of the use of PBL for student learning, is that educators can draw on theories 
such as MI to compliment PML and to enhance their understanding of how students learn. 
Understanding how students learn is vital for developing learner-centred teaching strategies and 
combined with culturally relevant and humanising pedagogical practices, educators can ensure a 
more holistic and meaningful learning experience for their students. If designed with foresight 
and planning, PBL as teaching and learning strategy can take on a dialogical nature of its own 
and can even fulfil some of the goals of multicultural education when, in the process, it includes 
classroom interactions that involve deep engagement with and for diversity.       
2.5.5.4 Drama and Art as learning strategies 
With the call for change in education from teacher-centred approaches to more learner-centred 
approaches, drama and art in education holds a liminal position in that they both are learner-
centred, “process rather than product orientated, active rather than passive and, above all, self- 
expressive” (Bolton 1985:152). According to Kershaw 1992 (as cited in Brunner 2010:73) 
“drama can be radical pedagogy and, indeed cultural intervention.” Bolton (1985:153) referring 
specifically to drama in education and the research work of Finlay-Johnson, states that drama can 
be seen as a “dynamic way of illuminating knowledge.” In educational terms, drama predictably 
ties in with the social constructivism perspective of learning and the theory of Multiple 
Intelligences and the influence it has on the ways in which we understand the way students learn. 
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The use of arts in learning initially took on a celebratory or contributions approach which 
sufficed only as an add-on in multicultural classroom strategies. The inherent problems 
associated with these types of approaches are in their application as they militate against 
diversity education (see section 2.7). Delacruz (1996:86) claims that “broadening our concept of 
what we believe is worth knowing about art is at the heart of multicultural education.” Gullatt 
(2008:13) adds that considering Vygotsky’s theories on cognitive development, students were 
involved in the “construction of cognitive knowledge” during the interactive process of learning. 
The brief, but informative preceding introduction to the role of drama and art in education, 
provides a minute prelude to the depth of possibilities that these disciplines can bring to the 
complex, yet intriguing world of teaching and learning. Considering that modern educational 
thinking revolves around learner-centred approaches and the embracing of diversity for the sake 
of learning, these perceived as more ‘creative subjects’ have a definitive space in the confines of 
the classroom. It is in these confined classroom spaces that drama and arts not only hint at 
liberating students from the heavily, content-laden curriculum, but simultaneously provide 
another avenue for physically espousing pedagogical practices that serve the goals of 
multicultural education and the aims of diversity education. 
2.6 STUDENTS’ PERCEPTIONS OF DIVERSITY EDUCATION 
Students’ perceptions are regarded as extremely useful tools for educators to use when 
approaching diversity in the classroom and this form of “formative feedback” is of great help to 
enable an acute attunement to “the complex dynamics of learning” (Lee et al 2012:19). Student 
voices, when used to shape pedagogy, offer a wide range of viewpoints that often serve as an 
indicator for teachers and lecturers alike in order to assess whether they are being successful 
within their diverse classrooms.  
Student voice, according to Gordon (2005:33), when afforded to students and valued by 
educators, indicates to them that their opinions are valued, and this in turn helps them gain a 
better understanding of the complexities of society and the array of perspectives that add 
meaning to it (Adam, Zinn, Kemp & Pieterse 2014). He also adamantly adds that learners 
become more actively engaged, not only with subject matter and content, but also with 
questioning everything else as well, including the status quo. Banks (1997) also referred to the 
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danger of reducing multicultural education to mere content integration instead of moving beyond 
tokenism and the perceived difficulty of infusing diversity education into the more ‘hard facts’ 
subjects such as Maths and Science. 
According to Lee et al (2012:19) qualitative research on student reflections of the learning 
environment in diverse classrooms in South Africa are scarce. Most studies deal with student 
perceptions of diversity as a topic or subject with very few exploring the topic of student 
perceptions of the ways in which educators deal with diversity in the classroom context (Lee et al 
2012:19). 
According to Alexander (2004:219), one particular occurrence is that in the South African 
context, bearing in mind the historical development of the pre- and post-Apartheid eras, students 
have been heavily influenced by the changes in the composition of student bodies which has led 
to the perception by some that they have either gained status or that the status they had, has 
diminished. This is possibly here where studies such as this one, may gain further insights into 
these changes in perceptions and also then verify this phenomenon that he purports. 
2.7  APPROACHES ADOPTED THAT MILITATE AGAINST DIVERSITY 
EDUCATION 
 
Educational approaches that militate against diversity education have all in some way or another 
been a response to the challenges that diverse student populations place on the education per se, 
the educational institutions and the teaching and learning context. The assimilationist approach, 
although conscious of diversity, ignored the implications thereof and it was expected for 
“minority group learners” to “change and adapt” to the mainstream culture of the dominant 
group (Vally & Dalamba 1999, Jansen 2009). Other approaches that followed the same 
perspective of failing to recognise diversity are the business-as-usual approach, colour-blind and 
contributionist approaches. As stated before, these approaches were some of the earliest reactions 
to complex challenges of diverse classrooms. The approaches are briefly discussed for the role 
that they play in militating against diversity education, especially in the South African context 
where integration continues to be more intricate and complex than what is visible on the surface 
(Lemmer et al 2012:11). 
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2.7.1 Business-as-usual approach 
 
The business as usual approach to education operates on the principle that nothing has changed 
in the educational landscape even in the advent of classrooms, globally becoming more 
heterogeneous and diverse in nature. The trilogy of policymakers, educational institutions and 
the educators who occupy them continue to operate in a mono-cultural, static manner oblivious 
to dynamic changes that inherently accompany the complexities of teaching and learning. 
According to Hurd and Weilbacher (2014) these three players in the educational arena “maintain 
the status quo” and remain “in the ideological mainstream.” For teaching and learning, this 
approach ignores change and with that, diversity in all its forms. Hence, this approach, although 
widely still applied in education in subtle ways, is non-progressive and holds no promise of a 
better future for education.   
2.7.2 Colour-blind approach 
 
The colour-blind approach is based on the principle of maintaining the status quo at the whole-
school level and in the classroom. Prejudices are suppressed and schools and educators claim not 
to see colour or race with the resultant effect being missed opportunities in terms of teaching and 
learning emanating from the diversity inherent in diverse classrooms (Lemmer et al 2012:10). 
According to Kandaswamy (2009) a colour-blind approach “protects racism by making it 
invisible.” An extension of her argument points to the way that colour-blindness and its inherent 
ignorance of race perpetuates the privilege of the dominant group indicating that this is an empty 
and destructive approach to diversity.   
In institutions, such as universities, Kandaswamy (2009) claims that this privilege of the 
dominant group is “reinforced” by the affiliations that educators make with it. Colour-blindness 
she says, “masks the inequalities that exist in the classroom” (Kandaswamy 2009:7). According 
to Vandeyar (2010:345) colour-blindness is an approach used in desegregated institutions to 
cover for “institutionalised racism or discriminatory attitudes.” In terms of teaching and learning, 
educators tend to downplay negative images of students of different racial groups by not seeing 
any race at all. Jansen (2004:118) states “that is exactly where the problem lies: a lack of 
conscious, very often, of the ways in which schools are organised and teaching and learning 
conveyed that in fact hold direct consequences for learners, identity and transformation.” It is 
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clear from these views that a colour-blind approach does nothing to promote the purpose of 
education.  
2.7.3  Contributionist approach 
 
The most commonly known “add-on” approach to catering for diverse classrooms is the 
contributionist approach (Lemmer et al 2012:11). This approach follows the principle of creating 
recognition for diversity in ways that require students to contribute something representative of 
their culture by means of cultural displays, exhibitions, drama, art, music. Displaying cultural 
difference in this way fails to confront diversity on a deeper and more meaningful manner. It is a 
superficial approach and it does not lead to change or a paradigm shift in terms of understanding 
the other.  
Still, this approach found large appeal amongst South African schools with many institutions 
claiming to embrace multicultural education, but which fell significantly short of engaging with 
the deeper issues of diversity such as race, racism, inequality and language. This ‘brushing over’ 
of multicultural education has been referred to the “heroes and holidays” approach as it was only 
implemented when there was good reason to do so. Chisholm (2004) highlights the inability of 
these add-on approaches to effectively address the complex intersections of race with issues such 
as gender, ethnicity and class. The contributionist approach does not achieve much else than 
recognise that other cultures exist outside of the mainstream culture. That makes it a poor 
attempt at engaging with diversity for the sake of enhancing student understanding. This 
approach cannot foster the development of students’ critical awareness and critical 
understanding. 
2.8  THE SOUTH AFRICAN EDUCATION CONTEXT 
2.8.1  The pre-1994 era 
In South Africa, a colonial model of education was in place from as early as 1652 until the 
creation of the Union of South Africa in 1910 when the provision of schooling was established 
along the four major racial categories: Whites, Indians, Coloureds and Blacks each run by their 
own governing state department (Mentz & van der Walt 2007:424). This model of segregated 
schooling lasted for 38 years until 1948 when apartheid was legislated and became government 
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policy. The four major racially categorised education departments were abolished and replaced 
by the creation of seventeen different departments of education (Vandeyar 2010, Lemmer & 
Meier 2011 and Meier & Hartell 2009). 
As early as 1976 and even before, racial tensions in South Africa were becoming increasingly 
prolific as oppressed racial groups entered into a prolonged political protest against the South 
African government demanding equality in all facets of life. According to Seekings (2008:5), 
from the early 1980s, racial discrimination was slowly being “dismantled” by the apartheid state 
culminating in the establishment of a Tricameral Parliament which in essence was a “anti-black 
coalition” co-opting Coloured and Indian members. Post 1984, saw the slow and somewhat 
painful and tumultuous transition to abolish apartheid and move to a new democratic South 
Africa. In 1994, all South Africans took part in the first democratic elections to herald a new era 
of a democracy based upon the foundation of non-discrimination and equality (Carrim & 
Soudien 1999, Vally & Dalamba 2009 and Jansen 2004). 
This era heralded a new frontier for education in particular and posed a challenging conundrum 
for educational institutions, educators and students alike. According to Meier and Hartell 
(2009:180), South Africa with its diverse population and the desegregation, and ensuing 
integration process, brought about significant and dynamic changes and challenges for all 
stakeholders in the educational arena. It was essential during this turbulent and challenging 
transitionary period that educational responses to dealing with diversity were formulated and 
positioned within a unified educational system which entrenched the value of difference within 
the framework of a new, democratic constitution. The post-1994 period was based on this 
foundation of democratic principles and the advocacy of human rights in all the facets of South 
African society. 
2.8.2  The post-1994 era 
Post-1994, education in South Africa was directed by the principles of a new democratic 
government. The school desegregation process that had already begun prior to the first 
democratic elections was now given new direction and this included the integration of students 
from previously so-called “township schools”, creating an influx of learners of colour into urban, 
formally “all-white” schools that were perceived to be of superior quality (Mentz & Van Der 
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Walt 2010:427). The net effect of this ‘influx’ was a significant change in the demographics of 
these schools and the creation of a challenging heterogeneous learner constituent that posed 
major problems for both educators and educational management alike.  
Educators were suddenly expected to “foster respect for religious, linguistic, and cultural 
diversity in double-quick time” (Mentz & Van Der Walt 2010:427). South African schools 
adopted, and to a certain extent developed approaches to deal with this diversity in the learner 
population within an integrated schooling system and guided by the principles and policies of the 
newly founded democratic constitution (Meier & Hartell 2009:181, Jansen 1998). Early failures 
within these approaches were to be expected and many were later found to be inadequate 
responses to diversity based upon superficial attempts to incorporate diversity into education 
‘just for the sake of it”.   
Meier and Hartell (2009:181) concluded that “Introducing diversity does not only encompass 
desegregation to cater for various cultures or making accepted additions to school curriculum.” 
In their comprehensive and very analytical article on the handling of diversity in education in 
South Africa, they emphatically spell out the conditions required by claiming that diversity in 
education must commence with a reappraisal of both institutional and personal ideologies, which 
must be followed by a determined dedication and firm conviction to facilitate diversity amongst 
students. They expand their argument by stating that desegregation in itself does not lead to 
attitude changes of various groups in relation to each other, but rather that it can be the causal 
factor for an increase in prejudice and racial tension (Meier & Hartell 2009:180).  
2.8.3 The higher education context post-1994 
In her study on theorising race and identity formation at a higher education institution, Walker 
(2005:135) accurately outlines the educational context of higher education in South Africa post-
1994. She includes descriptions which are in stark contrast to the apartheid discourse with the 
new discourse steeped in “tolerance and the acceptance of differences” all packaged into a 
philosophy of “enlightened responsibility” and “principles of equity, redress, democratization 
and academic freedom within an inclusive environment.” Although her research is framed by the 
conceptual markers of Critical Race Theory, she alludes to the need for universities to move 
beyond the notions of a liberal transformational discourse and focus on a more humanising 
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discourse based on pluralism and individual transformation. The focus of this study however is 
not so much on institutional transformation, but rather on the approaches adopted by lecturers in 
dealing with diversity in the university classroom context.    
Beverly, Eaton, Liu and Mattingly (2008:10) highlight that “South Africa’s history of apartheid 
represents a conundrum because the concept of multiculturalism that was used to divide is now 
used to create understanding and collaboration.” They continue with and extend this viewpoint 
by stating that a redefinition of diversity and its goals, must be instituted by South African higher 
education institutions and that it must be combined with the support of faculty who possess a 
definite purpose of multi-ethnic education – without these, intercultural understanding and 
transformative learning opportunities will not occur. Botha (2011:6) states that in “South Africa, 
this complexity (of the multicultural nature of the domestic population), is further intensified 
through the impact of apartheid on society in general and university campuses in particular.” 
The South African context, as with all other countries, must be examined in the light of its 
historical and political development. Meier (2007:655) again makes a significant statement when 
she writes that the specific nature of South African society, with its complex history of 
stereotyping and prejudice brought about by segregation, teaching intercultural understanding is 
crucial for peace and the creation of global citizenship. From this, intercultural understanding is a 
vital component of teaching and learning at all levels of schooling within the education system. It 
is therefore safe to claim that an appropriate pedagogy for diversity is extremely important. 
Lundgren (2011:15) provides us with the same perspective claiming that it is imperative to equip 
all students with intercultural skills which promotes effective functioning in a globally 
competitive world where intercultural interactions are a daily occurrence.  
The White Paper on higher education and transformation that was published in the Government 
Gazette (15th August 1997:4) was compiled by the then Ministry of Education and its findings 
highlight a major shortcoming at all higher education institutions being that of a failure to 
accommodate difference amongst an increasingly diverse and heterogeneous student population. 
It ventures further to explain that “flexible modes of teaching and learning” are required which 
includes varied and appropriate “modes of delivery” to accommodate diversity (Government 
Gazette 1997:6). The report points emphatically to the creation of “an affirming environment” 
and the development of a “culture that is sensitive to diversity”. Although the paper had, as its 
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focus, institutional transformation, it covered the areas of teaching and learning for diversity 
which remains an important component of diversity education and education for social justice. 
Another deficit highlighted by the paper, is the glaring “under preparedness” of the current 
system at higher education institutions to accommodate diverse student populations and the 
under preparedness of students of colour for further education at these institutions. Alexander 
(2004:202) posits that not much has been written about the challenges faced by universities, who 
now find themselves facing the educational needs of a diverse student cohort and that the 
Language of Teaching and Learning (LOTL) is insufficient to cater for these needs.  
The South African higher education context faces similar challenges in terms of diversity 
compared to the primary and secondary education sectors. Heterogeneous student populations 
and the subsequent diversity that they add to the teaching and learning context in university 
classrooms, places complex demands at all levels of this sector of education. At institutional 
level, there is a direct demand for genuine institutional transformation involving every facet of 
these tertiary institutions. At a faculty level, these transformative demands filter down from the 
vison and mission statement and language policies through to faculty staffing selection, 
curriculum development and the teaching and learning philosophies they aim to espouse. On an 
individual level, educators are required to explore their own identities, ethnicity, personal 
teaching philosophies and their position of agency.  
The multiple considerations for education with regard to diversity education are dynamic and 
complex requiring more than a mere symbolic recognition of diversity. The challenge is one of 
educating the youth by achieving the aims of true multicultural education together with 
pedagogical practices that do not marginalize, but rather instil a humanising element in the 
teaching and learning context. 
2.9 SUMMARY 
Following the introduction, the first section of this literature review outlined Castagno’s 
framework of typologies for education representing the theoretical underpinnings for this 
research. The second section of this chapter commenced with a critical analysis of published 
literature and research dealing with the basic components of diversity education namely, 
diversity, diversity in education, the concept of culture and cultural diversity in education, and 
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culminated in exploring the socio-political context of diversity in education. Following on from 
these crucial components of diversity education, attention was given to Multicultural Education, 
Culturally Relevant Pedagogy and Intercultural Understanding with the aim to broaden the 
reader’s knowledge of how these concepts impact diversity education per se.  
Next, teaching and learning styles for diverse classrooms were explored along with various 
lecturer classroom strategies. Students’ perceptions of diversity education were reviewed in the 
next section and discussed as precursor to the final section which dealt with teaching approaches 
that marginalized and militated against diversity education. The focus of this literature review 
then turned to a broad outline of the South African Context which served to locate this study 
within the background of the historical influences that impacted the way in which we perceive 
education for diversity in the post-Apartheid South Africa with added emphasis on higher 
education.  
Chapter three focusses on the research design and methodology that frames the philosophical 
reasoning behind the chosen research methodology and data gathering strategies. It outlines the 
procedural processes and considerations that the researcher needed to consider. 
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CHAPTER THREE 
RESEARCH DESIGN AND METHODOLOGY 
3.1 INTRODUCTION 
This chapter will elaborate on the choice of research approach and the theoretical underpinnings 
of this study. The description will include the justification for the choice of research paradigm, 
the research methodology adopted, the chosen population, sampling methods and the methods of 
data collection and analysis. An argument is presented for the use of a qualitative methodology. 
Ethical considerations for this study as well as measures of trustworthiness are clarified and the 
chapter is concluded with an outline of the research procedure which is followed by the 
concluding summary.  
3.2 RESEARCH PARADIGM 
Mertens (2010:2) describes research as a way of knowing or understanding in “a process of 
systematic enquiry that is designed to collect, analyse, interpret, and use data”. A researcher’s 
theoretical framework influences his/her own definition of research and it is this theoretical 
framework that is also referred to as the research paradigm (Mertens 2005:5). Paradigm is often 
used synonymously with the terms epistemologies (Cohen et al 2007), ontologies (Crotty 1998) 
and worldviews (Cresswell & Plano Clark 2001). A paradigm is therefore “a way of looking at 
the world” and it is “composed of certain philosophical assumptions that guide direct thinking 
and action (Mertens 2010:7). The researcher must decide at the onset of the study which 
paradigm is to be used as this will guide the study and provide the reader with a clear and 
unambiguous communication with regard to the entire research report (De Vos et al 2005:40). 
In literature, an array of theoretical paradigms are discussed, namely, positivist, post-positivist, 
interpretivist, constructivist, phenomenological, de-constructivist, emancipatory, transformative, 
pragmatic and critical (Guba & Lincoln 2005, Lather 1992 and Mertens 2010). For the purposes 
of this study, a phenomenological approach was chosen under the constructivist paradigm. The 
constructivist paradigm is often referred to as the interpretivist paradigm which also holds the 
view that meaning is constructed rather than discovered (Crotty 1998). 
50 
 
Phenomenology falls under the constructivist paradigm. According to Mertens (2010:16) reality 
is socially constructed. Ary, Jacobs, Razavieh and Sorensen (2006:461) claim that a 
phenomenological study aims to describe and interpret experiences as they are perceived by the 
people who were the participants. This study therefore took place in the phenomenological or 
constructivist paradigm as the perceptions of the subjects under study were analysed and 
interpreted within the social context in which they found themselves, namely in this study, pre-
service teacher undergraduate university classrooms. It is within this formalised social 
environment that the perceptions of these students, specifically with reference to their lived 
experiences, were analysed. The choice of this paradigm was therefore best suited to guide this 
research.  
A phenomenological paradigm can be described as a theoretical perspective that studies the 
direct experiences of subjects as they are perceived by the subjects themselves (Cohen et al 
2007:22). Stringer (2004:25) states that phenomenological research aims to expose meaning and 
to formulate an understanding thereof through the connection of that meaning to the life of the 
subject under scrutiny. This research was approached from a phenomenological paradigm as the 
lived experiences of the participants were analysed to attain an understanding of how they 
perceived lecturers’ approaches to dealing with diversity in a university context. 
Mertler (2009:11) points to the main purpose of phenomenology as an attempt to give a 
description of an individual’s perceptions of a specific phenomenon. The researcher that uses a 
phenomenological paradigm uses this as the rationale for his efforts as he immerses himself into 
the perceptual world of the individual in order to understand how they see and experience life 
(Neuman 2014:95). This study focused on lecturers’ approaches to dealing with diversity in the 
university classroom from the perspectives of the students. It therefore required the researcher to 
become immersed within these verbalised perceptions in order to understand the way in which 
these students experienced and interpreted the social reality of their classroom contexts.  
Neuman (2014:109) states that an interpretive approach “is the systematic analysis of socially 
meaningful action through the direct detailed observation of people in natural settings in order to 
arrive at understandings and interpretations of how people create and maintain their social 
worlds.” Cohen et al (2007:21) echo a similar description of the interpretive approach by stating 
that the centrality of the project of this paradigm lies in the attempt to comprehend and 
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understand the subjective reality of the individual’s experience. This research concerned itself 
with the subjective perceptions of pre-service student teachers and the subjective processes with 
which they created meaning of the pedagogical strategies employed by the university lecturers 
they were exposed to during their undergraduate studies spanning a period of more than two and 
a half years. 
An interpretivist philosophy purports that reality is socially constructed. According to Check and 
Schutt (2012:15), from an interpretivist approach, the main objective of educational research is 
an attempt to understand the meanings that subjects assign to reality. In an earlier text, Stringer 
(2004:26) claims that research done from an interpretive approach will reveal various 
perspectives that will aid the researcher in understanding individual experiences of reality. 
Interpretivist research is well-suited to this study as it gives voice to students as participants 
within the higher education system strive to gain an understanding of their perceptions of 
diversity approaches in the classroom.  
According to Ludico et al (2010:14) qualitative research is often conducted by researchers that 
hold a constructivist, interpretivist or naturalistic framework. Constructivism extends the main 
conceptual idea of the interpretivist philosophy by studying how different stakeholders construct 
their beliefs in a specific context and social setting (Check & Schutt 2012:15). Through focus 
group interviews, rich descriptions of the perceptions and experiences of pre-service teachers, as 
they are influenced by the unique classroom context, are generated. It is these descriptions that 
provided relevant and substantial data which in turn aided in the formulation of themes and 
categories during the data analysis phase of the study. 
This research was aimed at understanding how pre-service student teachers perceived lecturer 
attempts to teach for diversity and how they constructed their perceptions and beliefs around this 
reality within the setting of the university classroom. Mertens (2010:18) maintains that 
constructivist researchers go one step further by rejecting the notion that there is an objective 
reality that can be known and taking the stance that the researcher’s goal is to understand the 
multiple constructions of meaning and knowledge. It is therefore understood that the participants 
in this study are not neutral in terms of their influence on the both the context and the 
construction of reality.   
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3.3 QUALITATIVE RESEARCH 
Qualitative research refers to a form of inquiry that investigates a social phenomenon for its 
characteristics and its qualities so that it can be properly understood and explained (Henning 
2004:4). According to Neuman (2014:176) qualitative researchers carefully scrutinize social life 
from a multitude of perspectives to explain how subjects construct meaning from social 
processes and how they interpret socio-cultural settings within a specific context. He further 
contends that qualitative studies assume that specific areas of social life are by nature, inherently 
qualitative.  
This study utilises the method of inductive reasoning which implies the development of a 
generalisation from the themes generated by the analysis of the data (Ludico et al 2010:10).  
Perceptions cannot be evaluated quantitatively. Individual perceptions are influenced by many 
factors including emotions, feelings and attitudes. These constructs are best served when 
researched using a qualitative research method. Wilson (2009:113) points out that the qualitative 
research method concentrates on a deep understanding of the perceptions, beliefs, assumptions, 
interactions and opinions of the subjects. This study uses a qualitative approach as it attempts to 
gain in-depth insight into the perceptions of and the interactions between pre-service student 
teachers and their lecturers in the university classroom specifically focussing on the topic of 
diversity. 
Qualitative research is an approach that focuses on the research of subjects and their experiences 
in a natural way thereby enabling the researcher to understand these subjects through the manner 
in which they perceived their realities (Denzin & Lincoln 2006:27).  McMillan and Schumacher 
(1993:156) claim that in the naturalistic paradigm, qualitative researchers view reality as a shared 
social experience of the subjects concerned. The samples of participants in this study reveal the 
shared social experience as peers in the university classroom context. The perceived reality of 
their experiences of diversity instruction and the management of diversity by their lecturers form 
the focal point of this research.  
Best and Kahn (1993:24) refer to the “flexibility and openness to adaptability” of the qualitative 
research method. The choice of a qualitative methodology for this study allowed for flexibility, 
specifically in the areas surrounding the choice of the population, the choice of the sample, the 
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data collection strategy and analysis and interpretation of that data. The interactions within the 
educational setting of the university classroom are dynamic and are often charged with emotion 
and confrontation on both an intellectual as well as a physical level. Context here is the key to 
interpretation and meaning-making.  
Qualitative research emphasises social context. The interpretation and meaning of a social action 
is extremely dependent upon the context wherein it occurs (Neuman 2014:177). This contextual 
significance is absolutely crucial in understanding the perceptions of the experiences of pre-
service teachers as they faced teaching strategies aimed at dealing with diversity in the 
classroom. Ludico et al (2010:11) emphatically state that in qualitative research a “full 
understanding of the phenomena is dependent upon the context”. The socio-cultural context of 
these undergraduate classrooms remained a vital consideration and an influential factor in terms 
of interpreting and explaining the student voices when questioned about the strategies used by 
their lecturers. 
This qualitative study was also aimed at giving voice to the experiences of the participants. 
According to Ludico et al (2010:142) the main focus of qualitative research, through inductive 
reasoning, is the firm position that knowledge is found in the social setting in which the 
participants find themselves. They contend that qualitative research gives “voice to the feelings 
and perceptions of the participants under study.” Using the data collection strategy of focus 
group interviews the researcher was able to gain access to the “world” of the pre-service teacher. 
This granted him the advantage of experiencing the “life setting” of the participants by placing 
himself in the shoes of the subject(s)” (de Vos et al 2005:270). 
 3.4 POPULATION 
For the purposes of this study, the population consisted of third-year Bachelor of Education pre-
service teacher students studying in the Faculty of Education at the Nelson Mandela 
Metropolitan University in 2016. The population covered the Intermediate Phase (IP) cohort of 
pre-service teachers. Excluded from this population were the Postgraduate Certificate of 
Education students who only enter into the faculty after the completion of an initial degree in 
another field.  
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3.5 SAMPLING 
A purposive sampling approach was used in this study to choose the participants that would best 
suit the needs of the research and that would provide thick, detailed descriptions that would best 
answer the research questions. According to Cohen et al (2007:115) researchers often use a 
purposive sampling technique to specifically choose those subjects that are satisfactory to their 
needs and that they think possess the particular characteristics that are representative of the 
population.   
In the case of this research, the purposive sample selected were eleven students in total with 
three groups represented by three students in one group and four each in the remaining two 
groups. The students were chosen on the basis of representation and that it was perceived that 
they would best suit the needs of this study. Creswell (2009:214) states that in purposive 
sampling, a researcher has the explicit intention to select participants that are specifically 
relevant to the study. The selected sample of 3rd year Bachelor of Education (BEd) students were 
selected to serve the purpose of this research as it was reasoned that, having been exposed to 
most of the lecturers within the faculty over their two and a half years of study, they would be 
best suited to provide valuable insights on the topic of lecturers’ approaches to dealing with 
diversity in their classrooms. The group selected was represented of the demographics as it 
included African, Coloured and White students. 
According to Creswell and Plano Clark (2011), the researcher engages in a sampling procedure 
that determines the research site and the participants who will provide both the data and the 
samples for the study. Arthur, Waring, Coe and Hedges (2012:49) conclude that qualitative 
researchers select samples not necessarily guided by their representativeness of the wider group, 
but rather for their ability and potential to provide information, understandings, connections and 
new insights which explain their experiences of reality. They refer specifically to intensity 
sampling which they state embodies the choice of information-rich cases to best serve the 
research objectives.  
The researcher selected each of the eleven students individually, based firstly on the fact that 
they were willing to participate and verbalise their experiences, secondly, that they could 
represent a range of perspectives and lastly, that they possessed sufficient knowledge about their 
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experiences of diversity in the classroom context. Rubin and Rubin (1995 as quoted in Check & 
Schutt 2012:105) suggest similar guidelines for purposive sampling claiming that participants 
should be knowledgeable of the situation, be willing to talk about their experiences and represent 
a wide array of different viewpoints.  
According to Neuman (2014:247) a few participants are selected from the population to give 
insight, clarity and understanding about a phenomenon or interactions that occur in the social 
world. Specific to this study are the lived experiences of pre-service teachers as they strive to 
make meaning of their classroom experiences during their formative tertiary education. 
3.6 DATA COLLECTION STRATEGIES 
The development of the research instruments together with the methods chosen for the analysis 
and interpretation of the empirical data was guided by the research paradigm and the various 
theories on Culturally Relevant Pedagogy and Diversity Education. This theoretical lens also 
served as the guideline upon which the research instruments were formulated and designed. 
The goal of data collection is to learn something about the qualities and attributes of people or 
things within a specific context (Mertens 2010:351). Henning (2004:6) states that when 
gathering data, the researcher uses methods that will provide the best access to the information 
needed for the study. She goes further to explain that these methods will more than likely give 
rise to opportunities to engage with the data in different ways by using varying methods of 
analysis. Researchers often use data collection methods such as observations, multi-media 
techniques and interviews to draw them closer to the participants by allowing them to observe 
experiences from the perspectives of the subjects themselves (Ludico et al 2010:15). 
Data collection in this study was conducted to understand the classroom experiences of pre-
service teachers with regard to the pedagogical tools used by their university lecturers in dealing 
with diversity. Researchers make the decision as to the suitability of the data collection 
instruments to enable them to gather useful information that is both relevant and usable (Cohen 
et al 2007). The data collection method employed for this research was focus group interviews 
which were conducted with three groups of third-year pre-service student teachers at a university 
in Port Elizabeth.  
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3.6.1 Focus group interviews 
De Vos et al (2005:287) state that interviewing is the main data collection method used in a 
qualitative research investigation. According to Mertens (2010:240) the core defining aspect of 
focus group interviews can be found in the interactions between participants in the group per se. 
Since this study was aimed at understanding the lived experiences of pre-service teachers in the 
university classroom in terms of diversity instruction, focus group interviews were deemed the 
most appropriate method of gathering the information required to best answer the research 
questions.  
Cohen et al (2007) highlight that group interviewing allows for potential discussions to develop 
giving birth to a host of new perspectives and participant responses. In this sense, the 
information gleaned from the pre-service student teachers provided an in-depth understanding of 
the approaches adopted by university lecturers as they dealt with diversity in their classrooms. 
Group interviews, more often than not, have the ability to draw together participants with a range 
of perspectives and from different ‘walks of life’ (Cohen et al 2007, Clough & Nutbrown 2012, 
Mertens 2010 and Arthur et al 2012).  
According to Clough and Nutbrown (2012:93) focus group interviews offer a synergistic effect, 
the advantage of stimulation to respond and both the security given by group discussion and the 
potential for spontaneous answers to flow. In this study it was found that this held true in that the 
focus group interview participants influenced one another in a way that generated more rich and 
detailed data than would have been gained had they been interviewed individually. The group 
dynamics during the focus group interviews enhanced the range of responses as the participants 
were encouraged to add to the responses provided by other members. Arthur et al (2012:186) 
highlight the advantage of focus groups as a data collection tool by claiming the “benefits of 
discovering the collective perspective, the synthesis and validation of ideas and concepts”. 
For the focus group interviews in this study, participants were selected from the population 
which resulted in the formation of three interview groups. The first group consisted of three 
participants and the remaining two groups had and equal number of participants, namely four 
each. The interviews were conducted consecutively on the university campus and were 
facilitated by the researcher using the three main questions from the interview schedule 
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(Appendix D). Data was generated via these three focus group interviews and were voice 
recorded.  Each of the three interviews was transcribed for later analysis. (Appendix E). 
 3.7 DATA ANALYSIS 
Cohen et al (2007: 461) state that data gathered in a qualitative study is normally from a much 
smaller sample in comparison to that found in a quantitative study, but is rich and detailed in 
quality. They proceed further to claim that the analysis of data in qualitative studies is reliant 
upon interpretation which can result in a variety of conclusions being drawn from the findings. 
The chosen data analysis method therefore constituted an interpretation of the focus group 
interview responses of the participants that represented the sample for this study. Added to this, 
the researcher analysed the data through a thematic approach. Broad themes were identified with 
the choice of these themes being guided by the main research question and the sub-questions. 
The participants’ responses to the questions were analysed using the “constant comparative 
method” as suggested by Ary et al (2006:499). This method entails the constant comparison of 
data, in this study, participant responses, in order to identify similarities in themes derived from 
the initial thematic approach used at the outset of the analysis process. The information gathered 
was interpreted through a thorough process of accurate recording of all participant responses, the 
refinement of the identified themes which allowed new relationships and links to emerge. In 
Chapter Four, where the data was analysed, these themes comprehensively represent the 
participant responses in terms of the research questions. This allowed for a thorough analysis and 
interpretation of the data in a coherent and meaningful manner. 
3.8 MEASURES OF TRUSTWORTHINESS 
According to Mertens (2010:379) researchers must prove that the information they have 
generated in their study is both believable and trustworthy. The qualitative research equivalent to 
the measures of validity and reliability are the respective measures of trustworthiness. The 
measures of trustworthiness that apply to this study are transferability and dependability.  
3.8.1 Transferability 
Guba and Lincoln (1989) identify transferability as the “qualitative parallel to external validity in 
post positivist research.” They extend this further to discuss that transferability is a similar 
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concept that enables the reader to draw conclusions when comparing their own situation and 
context to the research that has taken place. Transferability can therefore be defined as the extent 
to which the reader of the research can conclude that there is a significant similarity between this 
research site and those he/she encounters in his/her own studies (Lodico et al 2010:173). In this 
study, the extent of transferability was increased by providing an in-depth description of both the 
research site and the context of the study as well as the inclusion of a detailed description of the 
research processes. The research process, described in detail, ensures that the study can easily be 
replicated in the future.  
3.8.2 Dependability 
Ary et al, (2006:509) state that researchers, who conduct qualitative studies normally refer to 
dependability, rather than reliability. In this study, dependability was achieved by means of an 
accurate and thorough process of documentation and member checking so that the methods could 
be applied consistently and reliably in the same or similar contexts. Lodico et al (2010:171) refer 
to member checks as the process used by researchers to ensure that researcher bias does not 
influence participant responses and it is achieved by having the participants review the 
researcher’s summaries and conclusions of the transcribed interviews. In this study, ‘member 
checking’ involved requesting a small group of participants to review and comment on the 
researcher’s interpretations of their responses and to check the written transcripts for accuracy. 
Dependability of the study also included the process whereby a peer with the proper expertise, 
was requested to review the participant responses which included the analysis of those responses. 
Together, ‘member checking’ and ‘peer review’ added to the dependability of the study. 
3.9 ETHICAL CONSIDERATIONS 
For the purpose of this research, all participants were required to grant the researcher permission 
to participate in the study. Anonymity was guaranteed as no names or other personal details were 
included in the research process, analysis of the data or the research report. Ethical clearance was 
obtained prior to commencement of data collection. The NMMU Human Ethics Committee was 
approached to apply for clearance to proceed with the study. Approval was granted and an ethics 
clearance reference number (H15-EDU-ERE-008) was granted (Appendix A). Permission was 
sought from the Faculty of Education to obtain access to the participants within the faculty. 
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Cresswell (1994:147) adds a cautionary word claiming the importance of gaining access to 
participants in any research by requesting the explicit permission of ‘gatekeepers’ for this access. 
In this study, permission was requested from the Dean of the Faculty of Education so that the 
interviews with both students and lecturers could be conducted. 
3.9.1 Informed consent 
With regard to the aspect of informed consent, it was clearly stated in writing to all potential 
participants that their participation in this study was voluntary (Appendix C). Participants also 
had the right to decline to participate in the research study without prejudice or any form of 
victimisation. They were assured that they could, without reason, withdraw their participation at 
any stage of the research process without consequences. All participants were informed of the 
risks regarding their participation in the research, in particular, those risks associated with 
possible feelings of embarrassment and discomfort which could have occurred during the 
interview process. They were also informed that their participation in the study would not have 
any negative effects on themselves or on others. Consent forms were structured in such a way as 
to include all these aspects. Participants were required to sign these consent forms which also 
served as acknowledgement of understanding and acceptance of the conditions of their 
participation.  
3.9.2 Confidentiality 
The aspect of confidentiality was dealt with through a process of informing and guaranteeing all 
participants of their anonymity. Their confidentiality was respected throughout the entire 
research process including the final presentation and any possible future publication of the 
findings. The real names of participants were not used and this was also applicable to the specific 
module and groups they belonged to. Nom de plumes were used in the transcripts. There was no 
traceability to any of the participants as a result of their participation. All participants were also 
assured that all recorded information with direct reference to them would be kept safe and 
secure. The confidentiality of this information was guaranteed in this manner.  
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3.10  LIMITATIONS AND DELIMITATIONS 
3.10.1 Limitations 
The limitations of this research were that the findings might not prove to be applicable across all 
groups in higher education institutions. However, it was assumed that by adopting an emergent 
research design, the effects of these limitations could be minimised by the thorough application 
of data collection techniques and adaptation of data analysis strategies. Cohen et al (2004:104) 
state that purposive sampling does not aim to represent the entire population and hereby implies 
that it is a deliberately selective technique. An added limitation is that lecturers were not 
included in this study to triangulate the views of the student participants. It can therefore be 
concluded that the findings of this research study cannot be generalized to the entire population 
of lecturers and pre-service teachers in South Africa. 
3.10.2 Delimitations 
The fact that the research was limited to selected 3rd year students from the Faculty of Education 
of a university was a significant delimitation of this study. The reason for the choice of third-year 
students was that they were already at that stage of their training where they could reflect on 
their perceptions of lecturer approaches in an in-depth and more structured and formulated 
manner. Also pertinent to this choice of student was the assumption that they had at this stage, 
encountered and experienced most of the approaches of the faculty lecturers with specific 
reference to dealing with diversity in their classroom. Data was therefore not collected from any 
other students outside the sample space and neither from any of the other faculties within the 
university. 
3.11 RESEARCH PROCEDURES 
The first step in this research study was to seek ethical clearance. Application was submitted to 
the NMMU Human Ethics Committee for ethical clearance as it was aimed to use human 
subjects during the data collection phase. Following on this application, permission was sought 
from the ‘gatekeeper’, who in this particular study was the Dean of the Faculty of Education at 
NMMU, for access to the population of BEd students also referred to as pre-service teachers. 
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The next step was to identify the potential students who would serve as participants in the three 
focus interview groups. A semi-structured interview schedule (Appendix D) was designed with 
three main questions that would be posed to the focus group interview participants. The data 
from the interviews were then transcribed and during the data analysis phase, emerging themes 
and sub-themes were identified. Thereafter, these findings were used to draw certain conclusions 
from participant responses that were interpreted with the purpose of creating a deeper 
understanding of the way in which lecturers dealt with diversity in their classrooms.  
3.12 SUMMARY 
This chapter commenced with an outline of the research design and methodology. Following this 
was an exposition of the paradigm in which the research was conducted and the motivations for 
the choice of the qualitative research method. The research procedure used was described which 
included the choice of population and sampling, the data collection instrument and the method of 
data analysis. Measures of trustworthiness were discussed and these focussed on the concepts of 
transferability and dependability. The chapter was concluded by detailing the ethical 
considerations, limitations and delimitations relevant to the study.  
The next chapter provides an in-depth description and discussion of the data analysis and the 
interpretation of the findings. 
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CHAPTER FOUR 
DATA PRESENTATION, ANALYSIS, AND INTERPRETATION OF FINDINGS 
4.1 INTRODUCTION 
In this chapter, the data that was gathered is presented and discussed in an attempt to answer the 
research question: What are pre-service teachers’ perceptions of lecturers’ approaches to 
dealing with diversity in a university context? Thick, rich qualitative data was obtained from the 
participants in three focus group interviews using a semi-structured interview schedule. The 
interviews were voice recorded and thereafter transcribed. The transcriptions were analysed 
using a thematic approach, the constant comparative method and inductive category coding. 
Where relevant ‘direct quotations’ from the transcripts are presented as evidence to substantiate 
viewpoints. The full interview transcripts can be found in Appendix E.    
4.2 FOCUS GROUP INTERVIEWS 
The interview participants originated from the identified population of 3rd year Bachelor of 
Education students registered for the Intermediate Teaching Phase (IP) in 2016. The entire class 
was approached by the researcher who gave them a brief explanation of the study and requested 
volunteers for participation in the focus group interviews. A total of three focus group interviews 
were conducted with eleven pre-service student teachers. The students were randomly divided 
into three groups with three participants in the initial group and four participants in each of the 
remaining two groups.  
The interviews were conducted separately and each respondent was given equal and a fair 
opportunity to respond to the questions posed to them. Initial responses led to further discussion 
which resulted in the generation of rich data. The researcher, from the outset, made it clear that 
the interview format would be conducted on a discussion basis and that the respondents were 
free to react to the responses of the other respondents with their own insights. After the third 
interview was conducted, the saturation point was reached as no new data emerged from the 
participant responses.   
The interviews were transcribed and each interview transcription was assigned an alpha-numeric 
code (FGI1, FGI2 and FGI3). To maintain confidentiality, each student who participated in the 
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interviews was represented by a letter and a number, for example A2. In other words, FGI3:A2 
was assigned to the first respondent from the third focus group interview. The same alpha-
numeric coding was used for each transcription with only the numerical suffix changing. Each 
participant was requested to complete an informed consent form before the commencement of 
the interview (Appendix C). The researcher also explained the purpose and aim of the study to 
the participants in detail and assured the participants of their anonymity regarding their 
participation as well as the confidentiality of their responses. 
The research sub-questions, as described in Chapter One, form the thematic framework for the 
findings that emerged and are represented under four main sub-sections: students’ perceptions of 
their learning environment; lecturers’ engagement with issues of diversity; strategies used by 
lecturers to cater for diversity; and creating understanding among racial groups. Under each sub-
section several sub-themes were identified during the analysis of the data. Each sub-theme was 
explored and discussed using substantiating quotations and examples from the interview 
transcriptions. Where required, reference was made to literature if it was deemed necessary. 
4.3 STUDENTS’ PERCEPTIONS OF THEIR LEARNING ENVIRONMENT 
The first of the four main themes that were identified was that of students’ perceptions of their 
learning environment. Included under this theme were the sub-themes of students’ understanding 
of diversity; students’ understanding of lecturers’ classroom strategies; student identities and 
student voice in terms of diversity; and students’ perceptions of assessment in terms of diversity.  
4.3.1  Students’ understanding of diversity 
Participants’ responses revealed that students’ understanding of diversity vary greatly. Students 
understand diversity in the classroom context as being in mixed groups for classroom learning 
activities, according to the salient differentiating features such as culture, language, race and 
religion, and in terms of the activities and classroom interactions that take place. Typical 
comments included: 
“Ja (translated:yes), we touched on like religion…” (FGI1:C1) 
“and we have never done stuff like...um...create your own diversity play or your 
own diversity tableau…” (FGI1:A1) 
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“Not specifically, but we have had like special needs education…we’ve done that 
and then not for diversity as such but I think that what we do in our PGED 
class...that’s also like showing us a way of what we can do in our own classes” 
(FGI1:A1) 
“And I assumed this girl...this Muslims are like you can’t mix…I mean now 
it’s…especially that PGED class, it makes mean gain so much respect for 
different cultures and language groups especially…” (FGI1:C1) 
Other comments indicated that students, by default understood diversity in terms of visible 
differences.   
“…because the issue of diversity I think from first year was always implemented 
and also had a subject LO with (lecturer name withheld) and there was a lot, 
almost every single class we did she spoke about how important it is to 
accommodate everyone in your classroom and like issues of race, issues of 
bullying,…” (FGI2:B2) 
Another participant held the opinion that integration was a significant component of diversity 
and that diversity did not only imply racial differences. Her comment was as follows:  
“So I think integration is a huge part of diversity especially between the different 
races, but then again, but then again diversity does not only apply to race, it can 
apply to sexuality, it can apply to cultural differences, it can apply to economic 
conditions…anything…” (FGI3:B3) 
It was significant to note that a student perceived diversity in terms of something that one does 
i.e. a teaching or learning behaviour.   
“I think first and second year we did not do much diversity we never really...um 
the floor wasn’t often enough to explore….It’s not difficult, but it’s not something 
we think of doing...um…so I think this year -third year, when we were supposed to 
do it, we were much more keen to get involved, because we did not know what it 
was really…um…other than that I think the past two years we didn’t really do 
anything…”(FGI3:C3) 
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An extension of this perception can be found in another response where the participant indicated 
that he could not clearly see how ‘diversity could be taught’ in the so-called ‘softer sciences’ or 
‘theory-based’ subjects such as Math and Science. This confusion, albeit not new, sheds light on 
the issues that faculty and lecturers of these subjects have to contend with. His comment is as 
follows: 
“I think though for every…every subject there is a different take on it …how to 
teach it because for some of our critical thinking modules..like our PGED’s…it’s 
engaging with ourselves, it’s engaging with other people, whereas modules like 
your Maths and Science, it’s basically like…er…theory based where it’s very 
practical in how to do it, so I think there would be a challenge to maybe bring 
diversity in, but that being said like there are different ways in which people learn 
Maths and different ways in which they did Science – you know and …um..very 
practical-based as well, but in some ..some ways that it’s just …ja for me I don’t 
know how you can teach maybe like Maths as a lesson to do with diversity? Like 
how would you bring that into a Maths lesson when it’s like black on white – like 
two plus two is four..um and there is no arguing that!” (FGI3:D3) 
Interviewee responses also revealed insightful thoughts on diversity per se by recognising 
difference as a foundation for learning, and learning about each other. The comments below refer 
to these insights: 
“Ok I’m like different from you so that creates for me an open platform something 
to talk about. Like for instance one of the gentlemen that wrote his name down 
…I think he lives in (name of place withheld)…” (FGI1:A1) 
“Like I can honestly say I’m friends with every single person in my class and not 
friends because, well I have to be friends, just because I am really interested in 
every single person. Like our class environment, as well I think,  it’s not also what 
lecturers make of it, but also what we make of it what we learn from a lecturers 
and that we implement it ourselves now and we just bounce off one another and 
its very like open, judge-free, very relaxed…” (FGI2:B2) 
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“… I know I don’t like to explore but being in that situation where you are 
encouraged to where you where you partake in it has just changed something 
because now when we go to class it’s like…you just…I can’t put it into 
words...you know like it’s sort a nice environment to be around because you don’t 
particularly stick to one group you can just go chat to anyone and its broken down 
barriers and, and conceptions I’ve had in my own life about it.” (FGI3:D3) 
Diversity was also understood and conceptualised as a continuous process of acknowledgement 
that had to occur on a daily basis for it to be internalised and for it to take on a meaningful role 
within the teaching and learning context. 
“the teacher can’t is always there…diversity has to be an on-going process – you 
need to bring it in every day, every lesson, it’s got to be something that carries on 
so it becomes acknowledged, …” (FGI3:C3) 
From these responses, how students perceive diversity can have a significant impact on how they 
perceive their lecturers’ approaches to dealing with diversity within their classrooms and also 
how they perceive their learning environments, in terms of diversity.  
4.3.2  Students’ understandings of their classroom contexts 
Learning environments, when considered in terms of diversity, play an important part in student 
dispositions, attitudes, and classroom behaviours and ultimately impact their academic 
performance. Students perceived their learning environments to be either restrictive or open and 
democratic. These perceptions can largely be attributed to lecturer dispositions, classroom 
management and teaching strategies. Typical participant comments were: 
“So, with her approach within her classroom sadly this year is the first year that 
we’ve had class …specific one module where the lecturer be yourself! Be free! 
Otherwise it’s been very strict and, no… keep quiet and you can’t do this, you 
must do it like that! So…” (FGI1:A1) 
“But I it was...Ja, (translated: Yes) it’s this year, then the one lecturer...her 
approach was she focusses more on her one specific culture group in her 
classroom, …”(FGI1:C1) 
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“And that also like if we know we have connection / relationship with the lecturer 
there’s something with the lecturer where that person knows where I am and I’m 
going to want to impress them, and I’m going to want to give my input, and I’m 
going to want to be in the class, where if you not going to do the effort and lighten 
it up a bit for us why must I do the extra effort in an assignment, you know what I 
mean not any disrespect meant by that it’s just really human to think well… give 
and take type of thing” (FGI2:B2) 
Referring to her involvement and experience with diversity during her undergraduate classes, 
one respondent expressed being simultaneously intrigued and motivated by the exposure to the 
diversity within the classroom. Her experiences left her both confident and energised by the idea 
of learning from this diversity:  
“What’s what’s this stuff…I never did this at school? So, for me I actually 
enjoyed it so much and being able to see other people in their own diverseness and 
exploring my own diversity actually…it’s boosted my confidence even more and 
this year especially…okay not even just being at school as well, but in class like 
you don’t always have the energy for early morning class and you have to go and 
do a presentation or something at …and your play...” (FGI1:A1) 
Respondents indicated that they felt uncomfortable with the learning environment when the 
atmosphere in the classroom did not lend itself to acknowledging them. Students expressed a fear 
for these ‘falsely declared collaborative classrooms’ where a potentially open democratic 
platform for discussion and learning was effectively undermined. One comment was as follows: 
“Although the teacher tries to make like create like a collaborative classroom but I 
don’t know it’s just something about the atmosphere you don’t feel comfortable 
enough to raise your hand…” (FGI2:A2) 
Another interviewee claimed, that although the particular learning environment she described 
was inclusive and displayed elements of teaching for diversity, she claimed the focus was placed 
on the inclusive aspect of mixed groups and speaking English only in class, so as to include 
everyone. Here inclusiveness resulted in exclusion:  
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“So dit werk nie altyd nie as jy almal wil include nie, hang af …jy moet net die 
regte metodes he, want ek dink sy het te veel gefokus op om almal saam te he en 
okay ons mag nie meer Afrikaans praat so bly net by Engels…probeer sy almal te 
include almal se opinies te vra en… Dan op die einde van die dag het ons nie rerig 
gevoel of ons iets geleer of gedoen wat ons moes gedoen het nie.” (FG1:A1) 
(English translation) “It does not always work when you try to include everyone. 
It all depends on using the correct methods. I thought that she focussed too much 
on having everyone together and asked that we stick to talking English instead of 
Afrikaans. She tried to include everyone by asking them their opinions. At the end 
of the day, we felt that we did not learn anything or for that matter, do anything 
that we should have done.” (FGI1:A1) 
Not all the responses regarding students’ perceptions of their learning environments were 
negative. A few participants spoke about positive learning environments and these could be 
directly attributed to the disposition of the lecturers and their classroom management strategies.   
4.3.3 Students’ experiences of lecturers’ classroom strategies  
Teacher classroom strategies with regard to dealing with diversity can vary from approaches that 
almost completely ignore the presence of diversity to those that both embody and embrace it by 
culminating in culturally responsive and humanising pedagogical practices. The responses from 
the interviewees reflected this variation in the teaching styles of their lecturers. Interviewee 
responses that indicated approaches that almost completely ignored diversity, included: 
“I think lecturers are aware of diversity in their classes and all those aspects such 
as race, culture and all of those things but I think the point where they value it all 
they embrace it. I don’t think they really succeeded in this although there are 
some exceptions like us this year that’s when I actually experienced lecturers 
embracing one lecturer and embracing student diversity with regards to their 
culture, how they perceive things. I think this year for me is the first.” (FGI2:A2)
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There were various lecturers that embraced diversity and implemented a diversity approach. 
Referring to this, one participant responded with the following:  
“Last year. we within an (language) module surprisingly with (name withheld), 
and she also did this a lot of times, with the drama module, she would bring drama 
into the classroom and she also taught us through her own experiences and trying 
to relate to each and everyone of us, approaching to each and everyone of us 
individually.” (FGI2:D2)  
Other offerings from participants pointed to the fact that as students they had a good 
understanding of the classroom teaching strategies that lecturers were implementing to cater for 
diversity. These strategies were understood in terms of the types of classroom activities, 
classroom groupings (instituted by the lecturer), the way in which lecturers attempted to engage 
learners and ways in which learners were challenged to confront diversity issues. Typical 
comments alluding to these understandings were:  
“Like we are usually always in our friend groups…Like we are comfortable 
with…which ever group like whichever group you are comfortable with, but he 
decided to kind of split us up into more diverse groups with people who we are not 
usually friends with, but we still know everyone in our class, but he just wanted us 
to kind of just make diverse groups and get along with that.” (FGI3:B3) 
“Especially with the drama um...the drama subjects we have even in first year we 
formed a group and the group wouldn’t be even with (lecturer name withheld) it 
wasn’t like choose your own group she put us into groups and the groups I’m not 
just talking about race as people we are very diverse …. In my first year, I met 
friends there that group I’m still friends with now and the cultural stories, old 
traditional stories, backgrounds of different cultures and things like that so I think 
even there it started, they started trying to make us aware of different cultures and 
things like that.” (FGI2:B2)  
“...create your own diversity play or your own diversity tableau, so it’s always 
been..ja (translated: yes) for me ..it’s just always been lightly touched on.” 
(FGI1:A1) 
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“Yeah, I think also the discussion that lecturers do is like they pose a question 
then and then we as the learners in the classroom have to come up with multiple 
perspectives, I can’t really put it on one activity now, but I think most of the times 
diversity is achieved in that because there is an opportunity to voice your view or 
perception on any topic. I can’t really think of anything right now, but I think 
that’s also like a strategy that they use, it’s not intentional, but automatically it 
becomes more diverse and so people can raise their own perceptions or views on 
anything that you have and you feel comfortable enough to voice it because you 
know you are not going to get judged for it!” (FGI2:A2) 
Issues of diversity were interwoven into the classroom strategies used by lecturers. Respondents 
indicated that lecturers encouraged them to embrace diversity so that they could learn to 
understand their peers from a multitude of perspectives. Interviewee responses were as follows: 
 “Umm…with the strategies um I think what lecturers were trying to do 
successfully implemented that catered for diversity in the classroom. They tried to 
teach us how to embrace diversity in one another so now for an example I won’t 
look at someone else again in the same way because I’m more interested in the 
person. They more interested in us individually, our culture, language wherever 
you come from, all those factors of identity and they taught us to look at one 
another and try and highlight that to build up…so they taught us to in that way we 
can teach learners in the classroom.” (FGI2:D2) 
“I think a strategy that has been very good and now that I think is…when we 
discuss a topic…you can give your own opinion and someone can answer you...or 
they can disagree with you or agree with you or give their own opinion…” 
(FGI1:A1) 
Student perceptions and understanding of lecturers’ classroom strategies cannot be considered in 
isolation. Students have identities and voice and these stem from who they are and how they 
were socialised and educated. When considered diversity recalls notions of uniqueness and 
conjures images of the expression of difference – together, in diversity, they manifest themselves 
in individual and collective identities and voice. 
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4.3.4 Student identities and student voice in terms of diversity 
Student identities and student voice become important when considering student learning 
environments. When classroom spaces are created open and safe, then student identities flourish 
as students feel free to express themselves, and in doing so, render themselves open to deeper 
learning and discovery about themselves and others. During the focus group interviews, 
participants responded in the following ways: 
“I can’t really put it on one activity now, but I think most of the times diversity is 
achieved in that because there is an opportunity to voice your view or perception 
on any topic. I can’t really think of anything right now, but I think that’s also like 
a strategy that they use, it’s not intentional, but automatically it becomes more 
diverse and so people can raise their own perceptions or views on anything that 
you have and you feel comfortable enough to voice it because you know you are 
not going to get judged for it!” (FGI2:A2) 
“Like I think for us it has been a safe place in which he did practice it...um 
…where it wasn’t forced upon us, but it was rather encouraged to partake in this 
act of diversity of of saying we are going to put aside our own 
comfortableness…our own comfortability to to just partake in this act of diversity 
which is great…” (FGI3:D3) 
Learners do not function well when they are made to feel uncomfortable in class. 
‘Comfortability’ can only be ensured in pedagogical spaces where educators create an 
atmosphere of mutual respect. Lecturers can only effectively create such spaces when students 
feel that they are both acknowledged for who they are and where they come from. There is no 
substitute for genuine respect shown by a teacher who knows who they are and who has explored 
their own identity, position and agency within a historical and philosophical context. Lecturer 
dispositions, although not identified as a sub-theme here, are recognised as an important 
determining factor influencing the creation of a safe, comfortable space for student identities and 
voices to flourish.  
 A closer analysis of more interviewee responses revealed the need to be able to express 
themselves within their classrooms during learning activities and discussion. They claim that 
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being acknowledged and valued for who they were, where they came from and for their unique 
contributions, made the classroom a comfort zone for them and learning became more 
meaningful. Indicative responses were: 
“Like for example like drama, not everyone likes acting like for me personally I 
like acting and if I have a chance to show everyone that I like acting then I will 
embrace it to its fullest and immediately you feel so comfortable, you feel so 
happy, you are eager to get to that class because you know this class is so much 
fun just because he knows I’m good at this and he appreciates it and just gives me 
a time to shine because I think sometimes you just need sometime to shine!” 
(FGI2:A2) 
“I mean …so and now it’s so nice to actually be in classrooms where we can be 
ourselves and we can speak and…” (FGI1:C1) 
“Nobody looks down upon you…” (FGI1:C1) 
“Like I said from the beginning…we’re just a number to them, but some lecturers 
really engage with you and that’s what I also like …” (FGI1:A1) 
4.3.5 Students’ perceptions of assessment for diversity 
In terms of students’ perceptions of assessment for diversity in their classrooms, typical 
participant responses showed a mismatch between content taught and what was eventually 
assessed in the examinations. 
“But the thing is the book was very thick and then after we did a short section she 
told us we were not going to write exams about it so we…I mean I did not even 
listen in the classroom because what was the point in actually knowing these 
things” (FGI1:C1) 
“it just some of them catch you out with the exams and stuff, no your exam is 
going to be this and this and especially this one lecturer changed into Afrikaans 
and English and the marks didn’t show exactly what she said, but you know yah. 
So she was nice and she was trying to include everyone, but her teaching method I 
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think she was trying too hard….to include everyone and then that ended up in us 
actually afgechop letterlik…almal van ons! (translation: literally suffered – all of 
us!)” (FGI1:A1) 
“She said study apples for the exam, but she gives us bananas in the exam paper.”  
(FGI1:A1) 
How lecturers teach, what they assess and how they assess it is directly linked to their personal 
teaching and learning styles. Responses such as those highlighted above point to this link.  
4.3.6  Diversity issues in undergraduate classrooms 
As discussed in the preceding chapters of this study, diversity issues at universities stem directly 
from the fact that student populations have become increasingly heterogeneous in nature, posing 
immensely complex and challenging pedagogical demands on both faculty and lecturers. From 
an institutional perspective, curriculum design in terms of what is included and what is not, is not 
just a question of balance, but asks questions of deeper origin – those embedded in the 
institutional philosophy, which in the case of South African higher education institutions, are 
inextricably linked to the principles and guidelines of the constitution. Comments here indicate 
the absence of diversity instruction per se, especially during the first and second years of pre-
service student teacher study:  
“Well, if I have to think…um…on top of my head now…this year is the first year 
that we have discussed diversity” (FG1:A1) 
“She’s a Coloured lady and I think she is Afrikaans...Ja, (translated: Yes) I think 
she is Afrikaans, but controlling a big group like that is difficult and what she did 
the one time- she was struggling to quieten the class everything and…”  (FG1:A1) 
Diversity issues that were highlighted by some of the participant responses, included class size, 
curriculum challenges and pedagogical challenges in terms of lecturers’ development to cater for 
diversity in undergraduate classrooms. 
“...addressing like the classes of much bigger numbers like…” (FGI3:B3) 
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“I think also like I don’t wanna single out a few lecturers that do approach 
diversity and stuff because all of them would like to but just don’t have the time to 
and I think that some modules that don’t cover diversity necessarily as a topic, 
they don’t focus on that as much, so like Darren said Science – you can’t...if we’re 
learning theory it’ theory-based, it’s yes our groups are maybe the groups we are 
comfortable with it might not necessarily be diverse, but it’s not …the teacher 
can’t is always there…diversity has to be an on-going process – you need to bring 
it in every day, every lesson, it’s got to be something that carries on so it becomes 
acknowledged…” (FGI3:C3) 
Another participant claimed that when they complained to the faculty about pedagogical issues 
that disadvantaged their learning, then they often received no positive outcome to support them. 
“Sometimes I feel that faculties are soos ons se in Afrikaans (translated: as they 
say in Afrikaans)“Meer bek as byt!” (translated: More bite than bark!) They say 
that we’ve had problems with different stuff, especially the one lecturer from the 
beginning of the year, nothing came of it…we had to suffer for it…we had 
meetings and everything and gave endless and endless complaints and so…” 
(FGI1:A1)  
4.4 LECTURERS’ ENGAGEMENT WITH ISSUES OF DIVERSITY 
Issues of diversity include racism, discrimination, gender, sexual orientation, language and 
student abilities and performance. When lecturers embark on a journey of engagement with 
diversity, these issues, amongst others, become contentious topics for discussion, but more 
importantly, they become ignition points for pedagogical moments where diversity can be 
engaged and teaching and learning becomes more meaningful. Students’ responses to the 
question of how lecturers engage with issues of diversity within their classrooms, is discussed 
next. 
4.4.1 Race and racism 
Race is only one component of diversity, although next to culture, it remains one of the first 
concepts of difference that is considered when the topic of diversity is discussed. In the same 
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way that race is social construct racism shares the same origins and manifests itself in the 
negative act of discrimination based on racial origin. Exploring students’ perceptions of the issue 
of race as it is experienced in the university classroom context, not only sheds light on how they 
experience difference, but also on the ways in which lecturers deal with this contentious part of 
human diversity.  
The pre-service teacher students interviewed for this study understood their lecturers’ strategies 
to engage diversity in terms of their approaches to develop an awareness of diversity amongst 
them. Regarding one specific lecturer who placed the students into random, mixed groups for 
participating in classroom activities, a respondent commented on the awareness of diversity it 
created for her and her fellow students. Her comment was: 
“I think also by doing that (placing us into random groups) he also opened our 
eyes to the like the awareness we need to raise for one day in our own classrooms 
as well ….so we need to acknowledge that not every person is the 
same…”(FGI3:C3) 
Being taught about issues of diversity such as race for example, is not the same as being 
encouraged to engage with it in a classroom discussion format. A few interviewees alluded to the 
fact that they were taught about these issues of diversity, but this is the first year (their third year) 
that they have physically engaged with them. Comments such as these highlight this: 
“We have always just been taught about race and gender and this problem and 
that problem, but we have never gone in-depth” (FG1:A1) 
“I think lecturers are aware of diversity in their classes and all those aspects such 
as race, culture and all of those things but I think the point where they value it all 
they embrace it.” (FGI2:A2) 
It was also interesting to note that students also showed signs of engaging with diversity that 
were indicative of a colour-blind approach. Albeit student perceptions of the issue of race in 
terms of diversity, it holds significance in the fact that it, in turn, influences their perceptions of 
lecturers’ attempts at engaging these topics. 
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According to Mekoa (2011:104) “racism is a belief that race is the primary determination of 
human traits.” This statement resonates with students’ perceptions of racism as their responses, 
at first glance, are based on the understanding that racial diversity is the source of racism. When 
referring to lecturers’ approaches to diversity and the classroom strategies they implemented, 
participants viewed any dehumanising teaching approach, as an open display of racism. 
“It’s basically um…like I said the treatment we get in…I think the lecturers are 
careful to identify everybody as a race like differently…” (FGI1:A1) 
”She literally locks the doors and somebody would say something and then she 
would…sy haal jou uit voor almal en (translated: she would reprimand you in 
front of everyone and) she she ….was very racist!” (FGI1:C1) 
According to Seekings (2016:22) race and racism (italics added), for cultural reasons remains 
relevant amongst South Africans. His reasons are that racism and racial discrimination persist in 
a “softer sense” when it is viewed in terms of social preferences (Seekings 2016:22). In other 
words, they have a preference of maintaining the subtle, yet ever-present social boundaries. This 
hides any signs of overt hostility, but rather manifests itself in a lingering form of racial 
discrimination. In the focus group interviews, student responses, in subtle ways, indicated this 
phenomenon when they commented on their default preferences to rather socialise with “their 
own”. 
“…cause even in a classroom you will rock up at class and you find that people 
stick to sort who they know and what they know and they don’t tend to explore 
that and even us...” (FGI3:D3) 
The same respondent proceeded to comment that interaction has broken down some of 
these barriers, at least at a classroom level. He claimed when, through classroom activities, 
they were expected to integrate with fellow student who were culturally and racially 
different, it changed the way they perceived their learning environment and their 
conceptions of others. 
“in that situation where you are encouraged to where you where you partake in it 
has just changed something because now when we go to class its like…you just…I 
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can’t put it into words...you know like it’s sort a nice environment to be around 
because you don’t particularly stick to one group you can just go chat to anyone 
and its broken down barriers and, and conceptions I’ve had in my own life about 
it.” (FGI3:D3) 
4.4.2 Discrimination 
Closely linked to the issues of race and racism, discrimination as a component of racism must be 
explored in deep discussion where both lecturer and student ask deep, probing and exploratory 
questions of themselves, of each other and of influential societal factors that shape their 
prejudices. The students interviewed for the purposes of the study, did not indicate that 
discrimination was explored in this manner. They commented on being taught about it together 
with other issues of diversity. Responses included understandings of their own prejudices and 
discriminations, perceptions of lecturer discrimination (and non-discrimination) towards students 
and the extent to which lecturers are willing to engage with contentious diversity issues: 
“…so I think it’s a win-win situation from both sides because you getting to know 
that person on a personal level plus then you helping each other and you’re 
forming a new friendship….so I think it opens your eyes ..it takes away all the 
prejudices that you might and discriminations that you might have against 
…regardless of  what it is . .. race or whatever ..and it makes you build your own 
view.” (FGI3:C3) 
“I don’t think I’ve ever felt once that a lecturer has favoured certain racial groups 
– I know you are not asking this, but they haven’t really like discriminated or they 
haven’t been anti-diverse…” (FGI3:B3) 
The latter comment clearly indicates that the student perceives lecturers as not discriminating 
against students in his class and only venturing to acknowledge the presence of diversity, without 
bringing it into their teaching. Lecturers verbalise the topic of diversity, but fail to embrace and 
embody it. Additional comments showed that this lack of engagement by lecturers and their 
subsequent dependence on teacher-centred teaching and learning styles has led to students 
feeling ‘isolated’ with a real fear of being ‘judged’ for their opinions: 
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“and then they forget about students as individuals and they just focus on getting 
content across. And I think with that it kinda of eliminates and yah it kinda of 
isolates everyone basically cause everyone sits there and takes in the content 
and...yah their diversity isn’t being enriched…yah.” (FGI2:C2)  
“I do feel that some of the lecturers do bring in a little bit of diversity here and 
there and it’s not as noticeable as it will be an underlying er…theme throughout 
the year, but maybe one lecturer… um where they will bring it up in that class that 
lecture and then obviously if once the work changes to a different sort of thing 
they will go off the point of diversity…” (FGI3:B3) 
Responses such as these illustrate that lecturers tend to only mention diversity at times and when 
required, they will superficially engage with it together with the students before continuing to 
resort to teacher-centred strategies as the main mode of teaching and learning. 
4.4.3 Sexual orientation  
Discussions on diversity cannot exclude the consideration of the issue of difference based upon 
sexual orientation. Students are very perceptive to subtle hints of discrimination from lecturers 
towards other students who have a self-proclaimed sexual orientation that excludes them from 
the mainstream sexual orientation held by society. Here we refer specifically to homosexuality 
and lesbianism. Failure to acknowledge students’ who embody and espouse these orientations, 
are perceived as a failure by lecturers to engage with this issue of diversity. A few of the pre-
service student teachers interviewed clearly felt more comfortable and engaged with their peers 
who held these orientations, than the lecturers themselves. Comments that indicate this were: 
“That’s how I feel about it, but now when you said about sexuality and in 
class…and I thought about the one person in our class…he is a homosexual like 
male, but he’s Afrikaans and English and…thinking of how the lecturers treat 
him, some of them are…there was like maybe this one lecturer…didn’t really 
engage with him! She like okay ja (translated: yes): “You talk too much – keep 
quiet!” Because he is always like ‘chirpy’…” (FGI1:A1)   
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“But I mean he or she was in…well ok he was he when he was in my school , 
when we were like in high school and I mean he’s like the nicest, nicest person an 
then he did, she did prac teaching with me now…now that she’s a she…and like 
ja, she’s a great teacher and she…everything she sorts out like she gets her stuff 
planned very well even though she…” (FGI1:C1) 
Although participant responses indicated lecturers acknowledging and accepting students with 
sexual orientations outside that of a heterosexual orientation, some lecturers suppressed them and 
treated them differently. A typical comment illustrates this:  
“If the lecturers like say her name…her name is still like male…if they then say 
his name and then…what how…then they don’t know, so they don’t treat him 
differently…” (FGI1:A1) 
4.4.4 Language 
Language differences can produce challenges for teaching and learning within a diverse 
classroom that are simultaneously enriching and complex. Language diversity and the way 
lecturers approach it, can either foster inclusion and engagement or result in exclusion and 
isolation. The latter is not conducive to culturally responsive teaching and learning, but rather 
restrictive and regressive. The importance of language in terms of classroom diversity was 
stressed by a participant in her response: 
“ I think it has opened our eyes to reality as well especially for a teacher because 
in today’s world it is common that the majority of schools have English speaking 
Afrikaans speaking and Xhosa speaking…so for us we can’t neglect one group 
either we’ve gotta to keep open it up to everyone regardless of what the LTOL 
(Language of Teaching and Learning) is…if it’s English you can’t tell the Xhosa 
learners to leave their language outside the class you can encourage them to 
participate, but then if they struggle you…help them so you have got to be willing 
to bring your side as well and need to learn with the learners too.” (FGI3:C3) 
Most lecturers approach diversity and language diversity per se by initially implementing mixed 
groups in their classrooms to expose them to other students’ languages and culture. Their aim is 
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to entice the learners to embrace their differences and to promote intercultural understanding and 
appreciation. One of the students interviewed stated the following: 
“I remember the first day when she asked us who is Afrikaans at home and then 
she put us into groups where we had one person who can speak Afrikaans fluently 
and there she is already acknowledging diversity in a classroom she is trying to 
split us up (hesitation and pause) embrace our differences, ‘cause then we have a 
diverse group…” (FGI2:A2) 
Another participant, in her response questioned the choice of the LOLT used by some lecturers 
as it excluded those that possibly did not understand the language as well as the students whose 
mother tongue matched the language of instruction.  
“But I mean that one I spoke about that used Afrikaans in the English 
classroom…I mean about maybe a half to a quarter of the class were Xhosa-
speaking and I know there’s one or two Sotho-speaking children I mean or 
students and it’s…I would have stood up…it’s not fair towards them because they 
didn’t have a clue and when she speaks in Afrikaans, that happens quite often, 
then they would go about speaking their own things…it’s issues because they are 
disrupting the class, but they didn’t understand, so I feel it’s actually a good thing 
that she complained I mean…I wouldn’t enjoy it if there…if Xhosa was spoken 
and then I wouldn’t understand.” (FGI1:C1) 
The same respondent also explained that a language lecturer used vocabulary that was too 
advanced for her and that did not cater for the fact that she was Afrikaans. She implied that by 
not considering the impact of language diversity on her teaching and learning approaches, the 
lecturers’ instructional methods became a barrier to learning rather than promoting inclusivity 
and teaching for diversity. The participant felt disadvantaged and claimed that most of her fellow 
students felt the same. Her response was: 
“So now in the class, she uses big, big, big words…I mean…five out of her ten 
words I don’t understand and I’m not that bad in English and I mean then I 
would lose concentration and she would just go on and on and then I talk to them 
and then I’m like I actually want to ask her can’t she use simpler terms….I mean 
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even for the Xhosa-speaking people I don’t think it’s that easy for them...I mean I 
feel some of us ..most of us in that class are disadvantaged.” (FGI1:C1) 
Another interviewee, who made a previous comment on lecturers’ strategies regarding the use of 
mixed groups, also stated that he felt some lecturers during his third year of study implemented 
multicultural teaching and learning strategies to engage the class in terms of language diversity 
by exposing them to the content using various languages as a medium. He claimed that in the 
process he had learned a great deal and at the same time was taught how to infuse this into his 
own teaching. His response:  
“I think for instance just using activities such as reading a poem in all different 
languages already accommodates people that might not be English mother tongue 
speakers and I think that is for me personally I have learned a lot I’ve learned that 
I can incorporate these things into my classroom using the learners that speak 
these languages to maybe stand up there and read the poem I think that is a 
good…way to accommodate various types diversity just with regards to language 
because it’s very important.” (FGI2:A2) 
Some lecturers encouraged students to speak in their mother tongue during normal classroom 
exchanges and during formal forms of learning activities such as readings and presentations. The 
student, who responded with this comment, claimed that this approach made everyone feel more 
comfortable and engaged and then as a result learning became more meaningful: 
“As well with different readings that we’ve done and presentations like we...we 
were given the opportunity to...to speak in our own language which we are most 
comfortable with...and it was…it was cool to see cause sometime if you...if you 
speak something that is not your language, you tend to get like nervous …where 
you feel inferior whereas if you do it in your own language you, you take the 
ground...you know what you’re saying.” (FGI3:D3) 
A fellow student from the same focus group had a similar response claiming that they did not 
feel isolated and excluded and that they could be themselves when they were encouraged to 
speak in their mother tongue. Her perception was that when diversity was ignored and excluded, 
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it had a significant and telling effect on students’ responses in the classroom. Her comment went 
as follows:  
“I think what leads onto what Respondent D3 is saying, is also the learner’s 
confidence increases so much because they don’t feel isolated, they don’t feel 
excluded because they can take part in discussion regardless if it’s in their 
mother-tongue or the LOLT. So, I think allowing student to… (long pause) …be 
themselves and not leave their cultural backgrounds and any diverse aspect 
outside the classroom has a massive impact on how they respond in class.” 
(FGI3:C3)   
Engaging with the issue of language in terms of diversity is significantly important for 
meaningful learning, especially when educators tactfully infuse multicultural and multilingual 
approaches into their classroom strategies. A full engagement with diversity of language is 
required to reap the benefits of a culturally responsive pedagogy – superficial approaches that 
marginalise rather than engage prove to be a distinct barrier to learning. 
4.4.5 Lecturer support for learners in terms of diversity 
A culturally responsive pedagogy demands that educators support student learning. Diversity 
inherently implies differences and this finds manifestation in in the ways that students learn. The 
level of lecturer support for university students holds the same significance as the strategies they 
use for teaching in the university classroom. Without lecturer support in all its forms, good 
teaching and learning strategies for diversity will achieve much less. Participants who took part 
in this study commended the way in which some lecturers made a concerted effort to support 
learners who were struggling:  
“and he came to me and he saw I was helping her then he told her: “Come to my 
office, I’ll help you!” and I mean it just shows that some of them want to make a 
difference and others won’t care…I mean even emails…I email a lot and I want 
to understand everything and lot’s of them don’t even want to answer and she 
never…she never replies to my emails, but so when I go see her then it’s sorted. 
So, it’s nice…” (FGI1:C1) 
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“…but the lecturer we have now is much more open now so she … say for 
instance Kirsty, my one English friend, doesn’t understand, she explains, so she 
goes, “Okay Kirsty, this and this is what I said just now!” so it’s much more 
free…” (FGI1:B1) 
4.5 STRATEGIES USED BY LECTURERS TO CATER FOR DIVERSITY 
Diversity demands engagement. Catering for diversity in education requires thoughtful planning 
so that the strategies that evolve ensure a deep engagement with students from diverse 
backgrounds. An analysis of participant responses in this study, revealed two categories of 
lecturers – those that embody and embrace diversity and those that do not. The theme in this 
section of the chapter has been divided accordingly. The first section presents the results of 
students’ perceptions of lecturers’ strategies that marginalise students through superficial 
attempts at engaging diversity, and the second section is devoted to those strategies that engage 
learners with through the implementation of culturally relevant pedagogies.  
4.5.1 Strategies that marginalize learners 
Teaching and learning strategies that marginalise learners and fail to embrace diversity are found 
to be lacking in deeper engagement. They lack the element of critical understanding and provide 
little or no pedagogical tools for students to effectively interact with diversity. Teacher-centred 
approaches focus solely on the instructional styles and strategies that best suit the educator. 
Multicultural approaches, whether at personal, organisational or institutional level, are often 
implemented by lecturers with good intention to engage diversity, but mostly result in superficial 
engagement that fails to deal with diversity at a deeper level for the sake of meaningful learning. 
At the other end of the continuum, dehumanising approaches inherently shutdown any forms of 
meaningful engagement and discourage student engagement, participation and meaningful 
learning. 
4.5.1.1 Teacher-centred approaches 
At a basic level and in its simplest form, teacher-centred approaches to teaching and learning can 
be equated with what Dewey (1933) aptly termed “banking education” where the teacher is 
merely a depositor of knowledge and the learner, the receiver of that knowledge. Knowledge is 
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effectively, ‘deposited’ in the mind of the student. The students’ role in learning is completely 
ignored beyond being a receptor for teaching. Although ‘banking education’ is the crudest form 
of teacher-centred approaches to teaching, when students are ignored and not engaged in the 
classroom, most teacher-centred approaches, in some way or another, represent this method of 
education.  
In this study, a few pre-service student teachers referred to classroom experiences where 
lecturers implemented a teacher-centred approach. Some of the perceived reasons for this were 
the lecturers’ tendency to focus on the content by only addressing diversity on an ad-hoc basis 
when necessary, and the use of strategies that purposely ignored diversity and created a barrier 
between the students and the lecturer.  
“She used the, the…that like whole like almost...Banking Method of 
Education…” (FGI1:C1) 
“It’s difficult to think and...and I’m trying to think about the other lecturers we 
had – did they like really create or were they like just here…I’m giving the class 
whatever…whoever you are I don’t care. That’s sort of the approach we had for 
other lecturers, but…” (FGI1:A1) 
“Where there’s a also another example of a lecturer was a technology module and 
it was very like completely different to any subject I ever had at varsity, all of the 
subjects were very like inclusive and based on group discussions and your input in 
things and it was very like regurgitating and also teacher-centred and I never felt 
comfortable sticking my hand up it’s because she had an idea that everyone learnt 
the same, she talks - we listen, she says - we write…” (FGI2:B2) 
One student stated that a lecturer he had experienced was very traditional in that the main 
method of teaching he/she used was direct instruction. This gave him the perception that this 
particular educator was using outdated teaching methods and was not motivated to develop and 
use strategies that catered for diversity and that promoted inclusivity and engagement. 
“So funny because we had a lot of those and I think most specifically this year, we 
had a lecturer where you could see this lecturer is super traditional. They stand 
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there in front of the class and try make discussion here and there, but like direct 
instruction is their main form of teaching and you like …we just look at the 
lecturer - okay that is traditional at its best or your best not to say you haven’t 
moved with time, because I think sometimes lecturers are so stuck in the past, 
where the world is constantly evolving, and for you to evolve you have to keep up 
with the trends - you have to know what works what doesn’t work.” (FGI2:A2) 
Another respondent voiced a similar opinion. 
“I think with lecturers like that where it’s all static and traditional …I mean the 
lecturer doesn’t make the learner feel invested in the subject…” (FGI2:C2) 
4.5.1.2 Superficial multicultural approaches  
Multicultural teaching and learning approaches developed as a way of responding to the need for 
catering to diverse student contingents. These approaches, which were geared to engage learners 
considering their pluralistic background, lacked inculcating a critical understanding in students – 
one which explores, questions, engages and embraces diversity. The response from multicultural 
approaches in South African education resulted in celebratory, contributions, colour-blind and 
business-as-usual strategies to engage and include students from different cultural backgrounds. 
Student responses highlight this phenomenon and point to the fact that they perceive these 
multicultural approaches as being insufficient to cater for diversity and deeper learning.  
“A lot of the times it (diversity) does get addressed, but other times its business-as-
usual.” (FGI2:D2) 
“…now and the cultural stories, old traditional stories, backgrounds of different 
cultures and things like that so I think even there it started, they started trying to 
make us aware of different cultures and things like that.” (FGI2:B2)  
A student commented on the attempts of one lecturer to engage the class in both the content and 
diversity, but was unsuccessful as she focussed only on one cultural group. Another error the 
student observed, contributed to her ineffective classroom management, was her efforts to bring 
the past (Apartheid) and race into her instruction when her approach to diversity was already 
skewed and exclusive.  
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“But I it was…Ja (translated: Yes) it’s this year then the one lecturer...her 
approach was she focusses more on her one specific culture group in her 
classroom, so um…it was one of our (subject withheld) modules…at the 
beginning of the year…then she would for example…um when she does the 
work…she also focused on a specific group and then she would bring Apartheid 
into it the whole time, and race and race and race and I mean…!” (FGI1:A1) 
 4.5.1.3 Dehumanising approaches  
The students interviewed during this study, related several experiences with their lecturers that 
can best be described as dehumanising approaches. These experiences, according to their 
responses, left them disengaged, disvalued and alienated. 
“I feel like in a democratic classroom as well when a lecturer asks something then 
you must be able to question what she says, but I don’t understand and can you 
just and she would actually like shout at us and get … we had a presentation and I 
actually burst into tears because she was so rude and she was very, very ugly 
towards us and I mean and then when… when we went to sat down and she told 
us it’s okay and…” (FGI1:C1) 
The same student added another comment regarding another lecturer claiming that her classroom 
management could be equated to that of a dictator. Students were openly reprimanded in front of 
the class in an almost degrading manner and as a consequence she was perceived as racist.  
“I mean we would come to class she was so blunt: “If you guys aren’t here, I’m 
going to lock the doors! Nobody is allowed to leave the classroom!” She literally 
locks the doors and somebody would say something and then she would…sy  haal 
jou uit voor almal en (translated: she would reprimand you in front of everybody) 
she, she ….was very racist!” (FGI1:C1) 
Other respondents from the same focus group made observations about the same lecturer stating 
that they had similar experiences with other lecturers.  
“It’s difficult to think and...and I’m trying to think about the other lecturers we 
had – did they like really create or were they like just here…I’m giving the class 
87 
 
whatever…whoever you are I don’t care. That’s sort of the approach we had for 
other lecturers, but…” (FGI1:A1)  
“And sometimes they just want to get it done, they don’t like just not include you, 
they just like straight forward:” Let’s go”…”We need to get this done!” and so 
on…” (FGI1:B1) 
Student responses with regard to their experiences with a dehumanising pedagogy run contrary 
to strategies that foster deep engagement and an understanding of the ‘other’. Their emotional 
reactions when relaying these negative experiences, alludes to the destructive nature of such 
teaching approaches, especially in terms of student-lecturer relationships in the classroom 
context. 
4.5.2 Strategies that engage learners 
In contrast to strategies that marginalise learners, strategies that deeply engage learners are 
inherently culturally responsive and humanising. The pedagogical tools they utilise challenge 
learners to develop a critical understanding of diversity and encourage the development of 
intercultural competencies that enhance intercultural understanding. In this study, participants 
shared several experiences of lecturers’ approaches to dealing with diversity through the 
implementation of strategies that engaged learners on a deeper level. Typical strategies that 
students experienced were: 
“He (lecturer name withheld) put us into random groups according to...like trying 
to spread out each of the different races between tables.” (FGI3:A3) 
“I think lecturers are aware of diversity in their classes and all those aspects such 
as race, culture and all of those things but I think the point where they value it all 
they embrace it.” (FGI2:A2) 
“She gave us each different colours of paper where you get that, you get that, so 
it’s more or less like a jigsaw method, where you make sure that’s…” (FGI1:A1) 
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These comments raise the question: If most lecturers can engage diversity using multicultural 
approaches, then why is it not possible for them all to progress to more engaging teaching 
strategies such as humanising and culturally relevant pedagogies?   
4.5.2.1 Culturally relevant pedagogical approaches 
Proponents of culturally relevant pedagogy, Ladson-Billings (1990) and Gay (2000), called for 
culturally responsive teaching as a strategy for addressing the diverse needs of students. 
Culturally responsive teaching has its point of departure respect for others’ cultures and the use 
of the cultural experiences of others as rich and significant sources for learning. Student 
responses included experiences where lecturers used play, presentations and language-orientated 
activities to enrich intercultural learning and foster respect for others.   
“...create your own diversity play or your own diversity tableau, so it’s always 
been...ja (translated: yes) for me...it’s just always been lightly touched on.” 
(FGI1:A1)  
“You get like a more cultural and like worldview of like people who basically live 
in your own country…in your own class…we are also different and you 
actually...it’s good that he placed us in those groups and you actually realize the 
difference…” (FGI3:B3) 
“This year was the first year that I experienced where lecturers themselves where 
the diversity was incorporated into their teaching methodology this was the first 
year where I experienced it with (lecturer name withheld) when he came and he 
with science made an extra effort to find Xhosa or Zulu words and Afrikaans 
words where language was concerned to bring in cultural analogies of how 
concepts in science were already been done…” (FGI2:D2) 
Most students commented on one lecturer in their faculty who epitomised diversity in his 
teaching approaches and strategies and his engagement with diversity issues. They shared that 
his teaching strategies included discussions on issues of diversity, cultural plays, instrumental 
and dance presentations and assessments that catered for diversity which included 
accommodating the way his students learn. 
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“For example, I don’t think he just accommodates our diversity in terms of how 
we look on the outside I think he really does accommodate like our diversity in 
terms of how we learn as well.” (FGI2:B2) 
The same student responded with the following comment: 
“he uses discussions, he uses class tests, he uses plays, he uses…um joh 
(expression of amazement)… endless he uses so many things, dances, and like 
instruments and also just I wanted to comment on how it’s not just diverse like he 
accommodates diversity of each individual how they learn um how they see things 
and things like that.” (FGI2:B2)  
Two participants indicated that their worldview was enhanced and widened because their 
lecturers taught them in culturally responsive ways. Their responses read as follows: 
“And I also think that through him teaching and then engaging with us, like our 
…our vision of everything has also enlarged…so a greater deal…our eyes have 
opened up to reality and also our understanding and own teaching philosophy is 
either altered or influenced in some way…” (FGI3:C3) 
“They tried to teach us how to embrace diversity in one another so now for an 
example I won’t look at someone else again in the same way because I’m more 
interested in the person. They more interested in us individually, our culture, 
language wherever you come from, all those factors of identity and they taught us 
to look at one another...” (FGI2:D2) 
The results of the interview responses showed that only one lecturer used a culturally responsive 
teaching approach and infused his strategies with a humanising pedagogy. Almost all the 
students who commented on his approach were in agreement that he both embodied and 
embraced diversity thorough his disposition and his deep and sensitive engagement with his 
classrooms.  
 
 
90 
 
4.5.2.2 Humanising pedagogy 
The focus group interview responses revealed that there were shared experiences of elements of 
humanising pedagogy practiced by specific lecturers in the faculty. Their comments emphatically 
highlight the implementation of specific principles of a humanising pedagogy.  
“The two PGED’s especially the one...that’s the one you sat in…That’s the one 
that …we experienced it (diversity and humanising pedagogy)…Ja!” (translated: 
Yes!) (FGI1:C1) 
Referring to specific teaching strategies used by a lecturer, the same respondent commented on 
the inclusiveness of the teaching approach: 
“It’s like that humanizing pedagogy…” (FGI1:C1) 
“… I never understood and then I mean then we started to sit together in his 
classroom and we did our things together for the presentations and things and 
actually in that class he made me feel comfortable to speak to her as well. I mean 
and I asked her about her culture and everything and now I have so much respect 
for her and um I think his class specifically, about the culture, the language and 
everything, it gave me a much deeper and better understanding…regarding her 
and made me have more respect for her!” (FGI1:C1) 
The elements of a humanising pedagogy, namely the acknowledgement, appreciation and respect 
for students’ humanity, and creation of a safe space for student voices to be heard in the absence 
of fear, were espoused in only one class with one specific lecturer. Two students responded: 
“Like I said from the beginning…we’re just a number to them, but some lecturers 
really engage with you and that’s what I also liked…” (FGI1:A1) 
“embrace our differences cause then we have a diverse group…because 
sometimes I think people sit with people that they relate to so she is taking us a bit 
away from that of that comfort zone and putting us into a situation where we are 
forced to embrace other people.” (FGI2:A2) 
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Student perceptions of their lecturers’ approaches to diversity clearly indicated that these 
approaches elicited an extremely positive reaction from them in terms of meaningful teaching 
and learning. The acknowledgement and appreciation for their humanity reflected in their 
feelings of belonging and connectedness. These safe spaces created by a humanising pedagogy 
allowed student identities to become visible and student voices to find recognition. 
Creating a critical understanding amongst students in diverse classrooms is paramount for any 
approach dealing with diversity. To achieve this understanding, students need to feel accepted 
and acknowledged, they need prompting and guidance for exploring diversity issues, and they 
must experience the positive benefits of a humanising pedagogy. Critical understanding of the 
other is developed through questioning one’s identity, personal ideologies and philosophies and 
one’s position of privilege and agency within a historical and socio-political context.   
4.5.2.3 Pedagogy for developing intercultural understanding 
Pedagogy for developing intercultural competencies will result in the development of 
intercultural understanding. The pedagogical components that encourage engagement with 
diversity need to move from being a content-based, add-on approach to a more integrated 
approach that recognises the influential factors of power relations, positions of privilege, identity 
and voice. Student responses showed that where inclusive classroom discussions and debates 
were encouraged around diversity issues, the groundwork was laid for an Intercultural Pedagogy.  
“...so I think it opens your eyes...it takes away all the prejudices that you might 
and discriminations that you might have against …regardless of what it is ... race 
or whatever...and it makes you build your own view” (FGI3:B3) 
“So, I think we benefit a lot from having engagements from physically interacting 
with one another, through discussions, through collaboration, through everything. 
So, I think that helps a lot in forming our own opinion as well as taking the 
opinions of others into consideration and in turn also influencing our own.” 
(FGI3:C3) 
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Classrooms remain privileged spaces where deeply seated beliefs are inherent. Student responses 
showed that only two lecturers created this ‘safe place’ where they felt comfortable enough to 
develop intercultural competencies that lead to intercultural understanding.  
“And I think when discussing this …there must be a comfortable space and 
(lecturer name withheld) class that’s I think that’s the only class where we have 
had the guts to talk about it…” (FGI1:A1) 
“And that’s…that’s now we have a much better understanding and…” (FGI1:C1) 
One respondent commented on the benefits of being exposed to diversity in the classroom and 
this included the resultant acquisition of intercultural competencies. 
“It’s actually a good thing because then you are exposed to so many various 
cultures at the end of the day you learn, you learn so much as you can take away 
and if you placed in any situation where you are like confronted with any like 
various races or like whatever you know then you know how to handle it, like you 
know how to conduct yourself amongst people that are not of your same race.” 
(FGI2:A2) 
Developing a pedagogy for intercultural understanding is perceived by students as the as 
process of enlightenment. It is seen as a positive and constructive process involving the 
reduction of prejudice that enables them to develop a wide worldview. Students revealed a 
realistic perception of the critical understandings and awareness created by genuine 
collaboration and classroom interactions when they took place in a “comfortable space” 
created by a pedagogy that fostered intercultural understanding.   
4.6 DISCUSSION OF KEY ISSUES 
Following on from the presentation of the data, is a discussion on the key issues that were 
identified and an interpretation of the findings. Each issue is discussed as presented in the data 
analysis. Both the identification and interpretation of the findings are located under the headings 
of the three main themes that were identified during the data analysis and presentation phase. 
The findings that emerged will be represented in terms of the following sub-sections: 
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4.6.1 Issues concerned with students’ perceptions of their learning environment 
Students’ perceptions of their learning environment were varied and were heavily influenced by 
their understanding of diversity. Diversity was perceived and understood in terms of the most 
observable differentiating features that students were confronted with in their classrooms. These 
differentiating features were represented by race, culture, language and religion. Integration in 
the classroom was identified as a significant component of diversity and students perceived that 
this diversity was not only located in racial differences, but also within other markers of 
diversity. Another key issue that student responses revealed was their interpretation of classroom 
activities and strategies. If these were related to diversity, then was an indicator for them as to 
whether diversity was being achieved through teaching and learning.  
From the data, it could be interpreted that diversity, was considered by students as ‘something 
that was done’, rather than a dynamic, interaction-orientated process to be infused in every 
aspect of teaching and learning. Linked to this, many learners failed to clearly see or understand 
what diversity education and the process of teaching for diversity should look like and even how 
it should be approached and presented, especially in the more theory-based subjects such as 
Maths and Science. Students however did recognise that diversity and diversity issues were a 
rich source for learning, especially for learning about the ‘other’.  
Classroom contexts were seen as either open and democratic in nature, or closed and restrictive. 
Responses indicated that these observations were largely the result of lecturer dispositions and 
the way they managed their diverse classrooms. Their perceptions of these classroom contexts 
also had a significant impact on the way they perceived their lecturers’ approaches to dealing 
with diversity. When diversity was properly engaged in classrooms along with the purposeful 
pedagogical exposure and engagement with diversity issues, then students felt more motivated, 
energised and confident; all prerequisites for meaningful learning. 
Some lecturers tended to create ‘a falsely declared collaborative’ classroom context by preaching 
collaboration and engagement on diversity issues, but then failing to physically do so. This 
undermined student learning and the confidence they had in their lecturers to be able to 
effectively deal with diversity and engage with diversity issues for the sake of learning. This key 
issue resonated well with another which identified certain classroom contexts as inclusive when 
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taken on face value, but which appeared exclusionary when superficial multicultural approaches 
to teaching and learning stifled genuine engagement. It was found that learners did experience 
positive classroom contexts. These positive experiences can be interpreted as being attributable 
to favourable lecturer dispositions and inclusive and engaging classroom strategies that 
developed a critical awareness and understanding of diversity and diversity issues among 
students.  
Two distinct observations were highlighted throughout the focus group interviews by the 
students who participated in the study. The first observation concerned lecturers who were 
perceived to completely ignore diversity and the second, those lecturers who embodied and 
embraced diversity to the fullest. The former echoes well with a colour-blind and business as 
usual approach which fails to recognise difference and fosters an ignorant assimilationist 
position. The latter, resonates strongly with culturally relevant pedagogy and humanising 
pedagogy which promote critical awareness, understanding and education for social justice. 
Overall, students had a good understanding of lecturers’ teaching methods and this was observed 
in their positive comments. When classroom strategies ensured the infusion of diversity issues 
and a real engagement with them, learners embraced diversity and developed multiple 
perspectives and critical understanding. 
Another key issue arising from the data analysis is the importance of students’ identity and 
students’ voice and the vital role they play in learning. To this end, it was found that lecturers 
who created ‘safe and comfortable spaces’ for students to freely be themselves and express 
themselves without prejudice or fear of judgement, were most successful in engaging with 
diversity issues and to positively affect student learning (Adam et al 2014:66). It was also noted 
that lecturers who fell into this category are the ones who had explored their own identities and 
philosophies of teaching and learning all within an historical and socio-political context.  
Lastly, the key issues of a mismatch between content taught and assessment is worth mentioning. 
The link here is that how lecturers teach is in direct relation to how they prefer to learn. Content 
and assessment need to be aligned and matched to ensure effective student learning. A final key 
issue was that concerned with faculty and institutional policy, procedures, and practice in terms 
of educating diverse learner populations. Here, issues of alignment of the curriculum and module 
content with the principles of diversity education were perceived by students a misaligned, not 
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sufficient for effective pre-service teacher training. Significantly, it was found that diversity per 
se and especially as a subject was a glaring omission from pre-service student teachers’ first and 
second years of undergraduate studies. Compounding this finding, was the fact that students felt 
indirectly disadvantaged because they perceived the majority of lecturers in the faculty to be 
pedagogically challenged when it came to diversity education and teaching for diversity in their 
classrooms. 
4.6.2 Issues relating to lecturers’ engagement with issues of diversity 
Key issues related to lecturers’ engagement with issues of diversity were interpreted in terms of 
the sub-themes they represented. Concerning the issue of race, the findings indicated that 
superficial multicultural teaching approaches, such as the mixing of students into diverse groups 
for classroom activities and assignments, only created a partial critical awareness of race per se. 
This teaching strategy together with the teaching strategy of direct instruction on the topic of 
race and racism, served only to inform students, but failed to deeply engage them for the twofold 
purpose of developing new perspectives in learning and moving their critical awareness and 
understanding into action that lead to change.  
Linking up with Castagno’s (2009) fifth approach, Educating for critical awareness in her 
framework of typologies for education, this approach to diversity that students perceived as 
creating critical awareness, was only partially successful. The reason for this is that no deeper 
engagement with race was explored to create “an improved understanding of power, privilege 
and oppression” (Lemmer et al 2012:9). Teaching students about race is not the same as having 
them learn about race when they are physically engaged with it. The key finding here was that 
some lecturers were either perceived as racist or as practicing some form of racism when 
students experienced a dehumanising pedagogy during their classroom strategies and classroom 
management styles. 
Lecturers, except for one or two, were found to only verbalise diversity, but failed to practice it 
or infuse it into their teaching. Flowing from this, the findings revealed that most lecturers in the 
faculty followed a teacher-centred approach and engaged diversity only by using superficial 
multicultural approaches. With most of these lecturers, diversity issues were only engaged with 
when tabled as a topic or when it was unintentionally initiated through classroom interactions. It 
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was also found that students were extremely perceptive and receptive to subtle hints of 
discrimination. This was obvious when participants responded on the way lecturers reacted to 
and managed students with a sexual orientation different from the mainstream orientation 
purported by society.  
The issue of language was a key issue in the findings. It was found that language and its 
management in the classroom was a major factor which influenced lecturers’ approaches to 
dealing with diversity in the classroom context. The lecturers’ use of language, his/her choice of 
language for teaching and learning and the engagement with multilingualism together or apart, 
impacted on student learning and student performance. Under the careful encouragement of the 
use of their mother tongue during classroom activities of all forms, students found that 
comfortable space for expression, genuine engagement, and meaningful learning. The last key 
issue identified here was the lack of lecturer support in most instances. Where lecturer support 
was reported as being ever-present, student learning was more meaningful and student 
achievement and performance increased.  
4.6.3 Issues relating to strategies implemented by lecturers to cater for diversity 
Key findings that related to strategies used by lecturers to cater for diversity could be grouped 
into two major categories: strategies that marginalised learners and strategies that engaged 
learners.  
In the first category, it was found that lecturers that implemented strategies that marginalise 
rather than engage students, normally lacked the pedagogical knowledge, skills and abilities to 
teach diverse classrooms. They therefore relied on what used to work for them in the past in 
terms of teaching strategies with little or no consideration of the needs of the students or the way 
in which they preferred to learn. These lecturers failed to embrace or embody diversity firstly in 
their personal capacity and, secondly in their teaching philosophy and style. Their approaches 
were mainly traditional, teacher-centred, content-orientated superficially multicultural in nature, 
and at times dehumanising. An important observation here was that students felt ‘let down and 
ignored’ by their lecturers.  
In contrast, those lecturers that did embrace and embody diversity to the full extent were very 
scarce in the faculty where this study took place and fell into the second category of educators 
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that implement strategies that engage learners. According to the findings, only one lecturer 
genuinely fitted into this mould. It was even more significant to note that the key issue defining 
this educator from others in the faculty, was the fact that he had explored his own sense of being, 
knew who he was as a person and as an educator, had questioned his own identity and position of 
agency from a historical a socio-political perspective and had a wide worldview born from a 
deep personal understanding of and engagement with diversity. He understood the way that his 
students learn. These attributes he had inculcated and infused into his teaching strategies 
resulting in him practicing a humanising pedagogy to the full extent (Adam et al 2014:74) 
In conclusion, findings suggested the use of multicultural strategies to a varying degree by most 
of the lecturers students engaged with, led to the development of intercultural competencies 
amongst students. These strategies included classroom presentations in the form of plays, 
musical performances and tableaus and included activities that required the mixing of various 
cultures. These strategies resonate with culturally responsive teaching and pedagogies that 
promote intercultural understanding (Ladson-Billings 1995, Lee et al 2012 and Castagno 2009). 
4.6.4 Summary of discussion of key issues  
An analysis of the participants’ responses revealed that only two of their lecturers are 
approaching diversity in the classroom in such a way that this can be interpreted as culturally 
relevant pedagogy or humanizing pedagogy. It was found that the other lecturers implemented 
strategies that closely represented the mainstream multicultural approaches, namely those of 
assimilation, colour-blind, contributions and business-as-usual.  
A few of the lecturers adopted a caring approach and some even resorted to a dehumanizing 
approach which was espoused by their teaching styles. The results clearly showed a perceived 
lack of motivation on the part of lecturers in terms of exploring and understanding their identity, 
their personal position from a historical and socio-political context, and their teaching 
philosophy towards diverse student cohorts at a time when genuinely engaging diversity is so 
important. Most pre-service teacher educators displayed marginal and superficial attempts to 
venture down the challenging road of engaging with diversity in their classrooms.  
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4.7 SUMMARY 
This chapter presented the qualitative data collected for the purposes of this study. The data that 
were collected was rich and thick and provided valuable insights into the perceptions of pre-
service student teachers about the ways in which their lecturers approached diversity in their 
classrooms. The method of data collection was outlined to provide clarity and to guide the reader 
in the reading of the results and the interpretation of the findings. The results were presented in 
the form of three main themes. The first, students’ perceptions of their learning environment 
included sub-themes on students’ understanding of diversity, their classroom contexts, their 
perceptions of lecturers’ classroom strategies, student identities and voice, assessment of 
diversity and issues of diversity in undergraduate classrooms. 
The second theme concerned itself with lecturers’ engagement with issues of diversity. Here, 
issues of race and racism, discrimination, sexual orientation, language and lecturer support in 
terms of diversity were reflected on in the data analysis. The final theme presented the results of 
the data collection in terms of strategies used by lecturers to cater for diversity. Sub-themes here 
divided the data into themes that presented as strategies that marginalize learners which included 
teacher-centred and dehumanising approaches, and superficial multicultural approaches to 
teaching and learning. This final theme was concluded with a section on strategies that engage 
learners and these included culturally relevant pedagogies, humanising pedagogy and pedagogy 
that promoted intercultural understanding. The chapter concluded with a discussion of the key 
issues found in the interpretation of the findings. 
The next chapter concludes this research study with conclusions and provides recommendations 
for practice and further research. 
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CHAPTER FIVE 
SUMMARY OF RESEARCH FINDINGS AND RECOMMENDATIONS 
 
5.1       INTRODUCTION 
 
The previous chapter dealt with the data presentation, analysis and interpretation of findings. 
This chapter concludes this study by providing a summary of the research findings discussed in 
chapter four; recommendations that flow from this study and recommendations for further 
research; and concluding remarks on the study as a whole. This research study aimed at 
answering the main research question established at the outset of this research: What are pre-
service teachers’ experiences of lecturers’ approaches to dealing with diversity in a 
university classroom? The results of this study indicate that students experienced most of their 
lecturers as lacking the pedagogical knowledge and skills that were required to effectively 
engage diversity in their undergraduate classrooms at university. This research is located in the 
realm of diversity education discourse at higher education institutions where teaching and 
learning to diverse student populations is considered in multicultural context.    
5.2       RESEARCH QUESTIONS  
The main research question and sub-questions formulated at the outset of this study were as 
follows: 
Main question 
What are pre-service teachers’ experiences of lecturers’ approaches to dealing with diversity in a 
university classroom?  
Sub-questions 
 How do students perceive the learning environments created by their lecturers in 
terms of accommodating diversity? 
 How do lecturers engage with issues of diversity such as racism, sexism and 
discrimination in society? 
 What strategies do lecturers use to cater for diversity in the university classroom? 
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 How do lecturers aim to create a deeper understanding amongst the various 
racial/cultural groups rather than focussing on differences? 
 
The study succeeded in answering the main research question to the extent that the participant 
responses allowed the researcher to analyse the perceptions of their ‘lived experiences’ within 
the university lecture room context. These ‘lived experiences’ included pre-service teachers’ 
perceptions of their learning environments in terms of the approaches used by their respective 
lecturers to dealing (or not dealing) with diversity issues. As it can be clearly seen from a closer 
analysis of their responses to the interview questions, a bleak picture is painted of the extent to 
which lecturers within the faculty address diversity and diversity issues at the coalface of lecture 
room engagement.  
The sub-questions, which were derived from the main research question, were simultaneously 
addressed through this study and responded to in terms of how lecturers managed their lectures, 
the extent to which they engaged with issues of diversity and the extent to which they succeeded 
in creating a deeper understanding amongst the various racial groups in their respective 
classrooms. The final data analysis in the preceding chapter bears testimony to this.  
5.3      RESEARCH FINDINGS 
 
The discussion of key issues presented in the preceding chapter are summarised in this section. 
The results of this study provide multiple perspectives of students’ perceptions of lecturers’ 
strategies to cater for diversity in undergraduate classrooms. Although limited, the qualitative 
results point to the way in which pre-service teacher educators approach diverse student cohorts 
in their classrooms and how these approaches impact on students’ perceptions of diversity and 
diversity issues, student learning per se, and the influence (positive or negative) on student 
achievement. 
The results suggest that most of the faculty lecturers who teach pre-service teachers at this 
university, failed in their attempts to engage diversity at a level where that engagement relates to 
a genuinely deep critical awareness and understanding of the ‘other’. One of the dimensions of 
multicultural education is to finally reach a level of “social action” where students become 
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activists for change and for social justice (Banks 2010, Castagno 2009, Sleeter & Grant 2007 and 
Nieto 2009). 
The sub-questions pertaining to this study were derived from the main research question and 
acted as a guide for the research design and methodology of this study (Chapter Three) and the 
data presentation, analysis and interpretation of findings (Chapter Four). The themes and sub-
themes from the results of the data were organised into categories that were guided by the sub-
questions. The same methodology was applied to the interpretation of the findings discussed in 
the previous chapter and the format is retained in this section which summarises those findings. 
The summary of the pertinent findings of this study are purposefully placed into the following 
categories: 
Students’ perceptions of their learning environment 
 Students’ understanding of diversity showed great variation and was mainly based on 
salient differentiating features of difference such as language, race and culture. 
 Students’ perceived diversity as ‘something that was done’ rather than a dynamic, on-
going process of engagement with issues of diversity. 
 Lecturers were perceived to fall into too distinct groupings: lecturers who ignored 
diversity and those that embodied and embraced diversity. 
 Students’ identities and student voice were directly affected by lecturer dispositions and 
their level of engagement with issues of diversity (Adam et al 2014). 
 
Issues relating to lecturers’ engagement with issues of diversity 
 Most lecturers only displayed superficial engagement with their students using shallow 
multicultural teaching approaches which failed to create a deep critical awareness and 
understanding of diversity (Castagno 2009). 
 The majority of lecturers in the faculty only taught students about diversity issues and did 
not engage students on these issues to ensure a deep, critical understanding and to effect 
meaningful learning. 
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 To a large extent, most lecturers implemented teacher-centred and other traditional 
approaches that only ensured superficial engagement with diversity. 
 Multilingualism and language management in the classroom, in terms of diversity, had a 
significant impact on student learning and performance. 
 Lecturer support for learners (or lack thereof) directly impacted on students’ perceptions 
of lecturers’ classroom strategies, especially in terms of diversity. 
 
Issues relating to strategies implemented by lecturers to cater for diversity 
 Certain lecturers used marginalising strategies based on traditional, teacher-centred 
approaches which sometimes translated into dehumanising pedagogy. 
 Only a single lecturer from the faculty embodied and embraced diversity to the full 
extent by practicing a culturally responsive teaching approach and a humanising 
pedagogy (Ladson-Billings 1995, Adam et al 2014). 
 Lecturers in the faculty who are multicultural and multi-ethnic (including those from 
other cultural groups) are not practicing multicultural education or embracing diversity.  
 Strategies implemented by lecturers who adopted multicultural and culturally relevant 
teaching approaches that involved the drama, art and other creative methods, resulted in 
the development of intercultural competencies in their students (Lee at al 2012). 
 
5.4 RECOMMENDATIONS 
The recommendations are guided by the findings of this research study and are contextualised 
within the South African educational arena. It is apparent from the research findings and the 
preceding literature review that there is a distinct disparity in policy and practice in teaching 
undergraduate students in diverse university classrooms. However, there are signs of promise 
when one reflects on the findings of this study which revealed that there are lecturers that 
embody and embrace diversity to the full extent and others who are only starting the journey of 
self-discovery in terms of embodying diversity.  
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5.4.1 Recommendations from the findings 
The recommendations that follow are based on the findings of this study: 
5.4.1.1 Staff development plan 
The faculty should aim to empower staff with the requisite pedagogical knowledge, skills and 
attitudes so that they are able to make a constructive contribution to diversity education in their 
classes. This should include educator development in diversity pedagogy discourse, training and 
development in classroom management strategies that promote the engagement of diversity and 
an internal mentorship programme for educators that ensure supervision of all facets of their 
personal development as lecturers. (Lee et al 2012). 
 
5.4.1.2 Faculty development plan 
 
A development plan for faculty should focus on engaging diversity that filters down from the 
institutional mission and objectives and that incorporates the full dimensional scope of 
multicultural education, inculcates culturally relevant and responsive teaching approaches, and 
that infuses diversity education and a humanising pedagogy into everything related to teaching 
and learning (Lee et al 2012). 
 
5.4.1.3 Curriculum development plan 
 
The programme of study should focus on the infusion of diversity education into every facet of 
teaching and learning from the commencement of undergraduate studies at first-year level 
(Robinson & Zinn 2007). This infusion must include stand- alone modules on diversity, 
multicultural modules and diversity elements incorporated into all undergraduate modules 
ensuring deeper engagement with diversity issues and development of students in terms of their 
critical awareness and understanding of diversity.  
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5.4.2 Recommendations for further research 
Taking into account the context of this study and its limitations, recommendations for further 
research are as follows: 
 It is recommended that further research be conducted on student experiences in terms of 
engagement with issues of diversity on a national scale. It is proposed that this will 
enable the findings of this study to be verified by involving all national tertiary 
institutions. The basic research design and methodology could be extended and modified 
for further research of this nature. 
 Based on the findings of this study, further studies exploring lecturer dispositions and the 
impact that they have on student learning, performance, and achievement should be 
undertaken. Here, specifically, research grounded in Critical Whiteness Studies and 
informed by Critical Race Theory, can guide studies that focus on educator identity 
formation and perceptions of position and agency (Dixson & Rousseau 2006). It is 
envisaged that such research be conducted across faculties and possibly even on a 
national scale.  
 
5.5 CONCLUSION 
This study concerned itself with diversity education discourse and was framed by the typologies 
of Castagno (2009), Multicultural Education, Culturally Relevant Pedagogy and Humanising 
Pedagogy. The notions of diversity education and its related concepts served to inform the 
exploration of students’ experiences of lecturers’ approaches to dealing with diversity in a 
university context – the topic of this study.  The research, although not without its limitations, 
generated adequate evidence to indicate that lecturers, for the most part, failed to engage 
diversity to the extent that it created a deep, critical awareness and understanding amongst 
students and an appreciation for diversity and the ‘other’ – all within the context of meaningful 
teaching and learning.  
While drawing on the framework of typologies of Castagno (2009), which articulates six 
approaches to education that serves as a synthesis of current typologies that were developed up 
until that point, this research study does not by all means, claim to be exhaustive or definitive in 
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its findings. This being said, the study did reveal the glaring deficiency in lecturers’ abilities to 
effectively engage diversity in their classrooms. This lack of pedagogical knowledge and skills 
has a far-reaching impact not only on students’ perceptions of their lecturers, but also on their 
learning.  
The implications for higher education institutions and faculty are significant. For universities, it 
means re-visiting their vision, mission and objectives. For faculty, the same is applicable, but 
here it is envisaged that major developments be undertaken to effect the changes required to fully 
embrace and embody every facet of diversity for the sake of educating the next generation. It is 
hoped that the findings of this research will prompt and stimulate further discourse and 
discussion on diversity pedagogy and the infusion of a humanising pedagogy into the curriculum 
and the pedagogical practices of lecturers at universities.   
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at any stage without penalisation. 
  
 
5. Participation in this study will not result in any additional cost to myself.   
 
A.2 I HEREBY VOLUNTARILY CONSENT TO PARTICIPATE IN THE ABOVE-MENTIONED PROJECT: 
Signed/confirmed at  on  20 
 
 
 
 
 
Signature or right thumb print of participant 
Signature of witness: 
Full name of witness: 
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B. STATEMENT BY OR ON BEHALF OF INVESTIGATOR(S) 
I,  Carl Pieterse declare that: 
1.  I have explained the information given in this document to (name of participant) 
  
2. He / she was encouraged and given ample time to ask me any questions; 
3. 
This conversation was conducted in 
Afrikaans  English  Xhosa  Other  
And no translator was used OR this conversation was translated into 
(language)  by (name of translator) 
4. I have detached Section D and handed it to the participant YES NO 
Signed/confirmed at  on  20 
Signature of interviewer 
Signature of witness: 
Full name of witness: 
 
 
C. DECLARATION BY TRANSLATOR (WHEN APPLICABLE) 
I,  (full names) 
ID number  
Qualifications and/or  
Current employment  
confirm that I: 
1. Translated the contents of this document from English into (language) 
2. Also translated questions posed by  (name of participant) 
as well as the answers given by the 
investigator/representative; 
3. Conveyed a factually correct version of what was related to me. 
Signed/confirmed at  on  20 
I hereby declare that all information acquired by me for the purposes of this study will be kept confidential. 
Signature of translator 
Signature of witness: 
Full name of witness: 
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D. IMPORTANT MESSAGE TO PATIENT/REPRESENTATIVE OF PARTICIPANT 
 
Dear participant 
 
Thank you for your participation in this study. Should at any time during the study: 
 
- an emergency arise as a result of the research, or 
- you require any further information with regard to the study, or 
- the following occur 
 
 
 
 
 
 
 (indicate any circumstances which should be reported to the investigator) 
 
Kindly contact Carl Pieterse 
at telephone number +27 83 9635 305 
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APPENDIX D 
 
Semi-Structured Interview Schedule: Focus Group Interviews 
Questions: 
1. To what extent, during your undergraduate studies up until now, have your lecturers 
attempted to create an open teaching and learning environment to engage with issues 
of diversity such as racism, discrimination, sexism, etc.? 
 
2. Can you describe the teaching and learning strategies (if any) that were implemented by 
your lecturers as they attempted to cater for and deal with diversity within your 
classrooms? 
 
 
3. How do you perceive these approaches used by your lecturers in dealing with diversity 
in terms of being accommodating and in creating a deeper understanding amongst the 
various racial and cultural groups represented in your classrooms? 
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APPENDIX E 
Focus Group Interview 1 (FGI1) 
November 2016 
Three participants 
 
Interviewer: Ek gaan maar net notas maak en as julle enige vrae het vra gerus. Ek sal die vrae in Engels 
vra as julle gemaklik is daarmee? Is julle ok daarmee? 
All: Alles reg dis ok! Ons is gemaklik met enige iets. 
Interviewer: To what extent during your undergraduate years  
A1: Well, if I have to think…um...on top of my head now…this year is the first year that we have discussed 
diversity. We have always just been taught about race and gender and this problem and that problem, 
but we have never gone in-depth and we have never done stuff like...um...create your own diversity play 
or your own diversity tableau, so it’s always been…ja for me...it’s just always been lightly touched on.  
Interviewer: Mmm so no engagement is what you’re saying.  
B1: And then in our first year we did just like an…wat was daai module…? 
A1: P…(Module Name Withheld) 
B1: Ja, we touched on like religion, so it was just basically say what it is not physically go into it and say 
it’s ok… 
A1: Soos ons moes elkeen ‘n play gedoen het soos ‘n presentation, maar sy was ook so onduidelik oor 
wat sy wou gehad het! 
C1: But the thing is the book was very thick and then after we did a short section she told us we were not 
going to write exams about it so we...I mean I did not even listen in the classroom because what was the 
point in actually knowing these things, but I know in PGED now… The two PGED’s especially the 
one...that’s the one you sat in…That’s the one that…we experienced it…Ja! 
A1: It’s nice. It’s actually eye opening. For me it was a shock…like wow…like joh! 
A1: So that’s alright for me the approach she used there to mix us into different groups because we 
would usually go and sit with friends. And then you have a group of white and then a group of this! And 
then what she said now...I think it was last year?  She also divided us in groups, she actually just went 
with the class list. And the groups weren’t that diverse, but her broad approach was a bit negative.  
C3: But in psychology now as well...I think it was our second psychology module then we had to have an 
Afrikaans speaking person. I think like one Afrikaans, one English, Xhosa. Like…we had to try and get like 
four different languages…groups in one group, I mean it was difficult to choose a group, but once we 
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actually sat at the did the project, it was so nice getting other people’s view…I mean...I think a culture 
plays a big influence...on even how you see things. It was very interesting. It worked well. 
A1: I did as well. But their approaches were forced. It was like it had to be this It has to be like that. It 
was a project we had to do on our own without their help or anything. So, with her approach within her 
classroom sadly this year is the first year that we’ve had class…specific one module where the lecturer be 
yourself! Be free! Otherwise it’s been very strict and, no… keep quiet and you can’t do this, you must do it 
like that! So….  
C3: Especially that specific module as well then…um…I feel like in a democratic classroom as well when a 
lecturer asks something then you must be able to question what she says, but I don’t understand and can 
you just and she would actually like shout at us and get…we had a presentation and I actually burst into 
tears because she was so rude and she was very, very ugly towards us and I mean and then when… when 
we went to sat down and she told us it’s okay and…and I mean that’s a PGED module, so it’s…I mean and 
then we had to do our presentation over and she was and I mean it was all about the cursive, the font of 
the presentation I mean…so and now it’s so nice to actually be in classrooms where we can be ourselves 
and we can speak and… 
A1: Nothing’s wrong!  
C3: And we…we learn from others. What I enjoy about this (Module Name witheld) as well is…um…this 
you…you have a certain topic. This person says something then you learn from them okay, but this 
happened to us in the class. It’s… 
A1: The pressures very open and it’s the first thing you experience and…  
C3: And you feel very relaxed in the classroom environment…  
A1: Even though some of our opinions may differ, it’s still an open class and…  
C3: But you learn from one another!  
B2: And you also learn what happened in their school where they did their prac teaching and how they 
go about diversity and so on…  
Interviewer: So you found that certain lecturer approaches being very restrictive...  
C1: Most of them!  
Interviewer: Where you cannot be yourself and obviously it negatively impacts and correct me if you 
think I’m wrong on your performance as well…and achievement… 
B1: Definitely! 
Interviewer: Did you find it a very restrictive environment and others you found…being quite open about 
their approaches?  
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B1: And what I…sorry Anya…what I must say for instance like the…with language, um…the lecturer we 
had for (Module name withheld) last year was very like you can’t just she doesn’t go into English if you 
don’t understand, so it’s a Afrikaans class, so she just speaks Afrikaans and she doesn’t care about the 
English people. We were supposed to help them, but the lecturer we have now is much more open now 
so she…say for instance Kirsty, my one English friend, doesn’t understand, she explains, so she goes, 
“Okay Kirsty, this and this is what I said just now!” so it’s much more free and open so where as she was 
like strict and….  
C1: She used the the…that like whole like almost….Banking Method of education, but that whole…she’s 
she’s…older…one of the older generation, so she is used to how it was and…and I mean our Afrikaans 
methodology lecturer now she from the beginning she told us she knows there’s English how many 
English, If there’s Xhosa - how many Xhosa. If you don’t understand tell me and we will discuss it in 
English and its I think cause for me as well I’m Afrikaans, and that subject is difficult and the words are 
difficult, so I think for the English learners…  
B1: It’s much more difficult.  
C1: She gives us lots of opportunity to do presentations, so then the English children have to talk in 
Afrikaans and I think they…. hulle hulle het verbeter!  
C1: It’s very nice that ‘cause we not used to that, so now this lecturer gives us that opportunity…  
B1: Because I mean last year you were so afraid to talk you like just sat there and were like okay…”Ek 
doen niks nie! Ek gaan net stilbly!” Waar daar...nou praat jy...jy’s rustig.  
C1: ‘Cause I mean even last year I got 90’s for that module, but still I didn’t understand what we did. I 
learned it like this and this and this off by heart, but now we actually understand the work, she goes into 
depth and explains it to everybody and if you’re English she explains so it’s very very…  
A1: But what I would like to say is that I just think about these lecturers who gives us openness and 
freeness and it just some of them catch you out with the exams and stuff, no your exam is going to be 
this and this and especially this one lecturer changed into Afrikaans and English and the marks didn’t 
show exactly what she said, but you know yah. So she was nice and she was trying to include everyone, 
but her teaching method I think she was trying too hard….to include everyone and then that ended up in 
us actually afgechop letterlik…almal van ons! 
C1:  Almal! 
A1: So dit werk nie altyd nie as jy almal wil include nie, hang af …jy moet net die regte metodes he, want 
ek dink sy het te veel gefokus op om almal saam te he en okay ons mag nie meer Afrikaans praat so bly 
net by Engels…probeer sy almal te include almal se opinies te vra en… Dan op die einde van die dag het 
ons nie rerig gevoel of ons iets geleer of gedoen wat ons moes gedoen het nie.  
Interviewer: So what you saying is she permeates the entire thing right through to the assessment…to 
make it her own?  
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A1: She said study apples for the exam, but she gives us bananas in the exam paper.  
C1: One of our modules we had last semester was terrible… I mean psychology. I mean we would come 
to class she was so blunt: “If you guys aren’t here, I’m going to lock the doors! Nobody is allowed to leave 
the classroom!” She literally locks the doors and somebody would say something and then she would…sy 
haal jou uit voor almal en she she...was very racist! 
B1: Sy was rasisties! 
A1: What she did was…we the BA students and Education students in that class… 
C1: Lots of different faculties…! 
A1: She’s a Coloured lady and I think she is Afrikaans...ja I think she is Afrikaans, but controlling a big 
group like that is difficult and what she did the one time- she was struggling to quieten the class 
everything and…      
C1: Because it’s a big group! 
A1: No Ja...because it’s a big group and she sommer went off and go Coloured-style: “Ja, if I talk 
Coloured then are you going to keep quiet?” 
C1: Ja she…she told us: “Moet ek my Coloured maniere hier uithaal?” And then..then she said ja um..we 
learn about autism..then she said last year um…she did a demonstration on autism..on the desk she…she 
climbed onto the desk and did her autism tantrum that ja…and she said ja it but um...she’s not going to 
do because people recorded it and it was on Facebook and and…but then… but she is generalizing us 
with last year’s group….I mean… 
A1: And I mean she didn’t really…it wasn’t really… 
C1: And I felt so...so uncomfortable..I mean locking the doors and I mean…things like that I mean…I feel 
it’s not going to...if, if I want to leave the class I won’t...I don’t do that, but then if I leave I’m wasting my 
own money, so it’s probably not right, but ja…that was…that was and I mean somebody can’t sit on a lap 
cause some of the people will have the presentations on their laptops and you have to close a laptop...no 
laptop...and we had to put away our phones and ok I think that’s a good thing, but I don’t…she  was too 
much! 
Interviewer: It’s amazing! 
C1: Yoh! 
A1: It’s difficult to think and...and I’m trying to think about the other lecturers we had – did they like 
really create or were they like just here…I’m giving the class whatever…whoever you are I don’t care. 
That’s sort of the approach we had for other lecturers, but…. 
C1: But I mean that one I spoke about that used Afrikaans in the English classroom…I mean about maybe 
a half to a quarter of the class were Xhosa-speaking and I know there’s one or two Sotho-speaking 
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children I mean or students and it’s…I would have stood up…it’s not fair towards them because they 
didn’t have a clue and when she speaks in Afrikaans, that happens quite often, then they would go about 
speaking their own things…it’s issues because they are disrupting the class, but they didn’t understand, 
so I feel it’s actually a good thing that she complained I mean…I wouldn’t enjoy it if there...if Xhosa was 
spoken and then I wouldn’t understand. So I think it’s a good thing on their part that the lady complained 
towards that. Then she…she spoke English most of the time, but still she would bring in Afrikaans and 
everything…it’s not fair towards… 
A1: But she did translate and not always… 
C1: Not always! 
A1: Not always, but she did translate into English so everybody understands, but…like I said, if her 
methods were used right to include everybody and…because we lacked academically. So she was trying 
too hard maybe? Like, ja sadly for me I really think that each lecturer we had…they were just there… 
C1: Most of them! 
A1: Giving you class and he slides… 
C1: Most of them just…. 
A1: This year is the first year that we actually get involved and it was if…I was like: “Ag, please don’t! 
Because I hated it at school and I’m older than everybody else so for me it’s…(laughs)…Ag I still come 
from the old OBE and before that… 
C1: I also come from OBE... (laughs)… 
A1: What’s what’s this stuff…I never did this at school? So, for me I actually enjoyed it so much and being 
able to see other people in their own diverseness and exploring my own diversity actually…it’s boosted 
my confidence even more and this year especially…okay not even just being at school as well, but in class 
like you don’t always have the energy for early morning class and you have to go and do a presentation 
or something at …and your play... 
C1: And I feel… 
A1: And I do it…I feel this is me…this is… and that’s them and ja...you think ja… 
Interviewer: A chance for expression! 
C1: But I mean one of our English modules as well …one of our methodology modules this year…the 
lecturer…she comes from overseas so she is very very English and then the thing is when I was in school, 
especially high school, we didn’t do language work…we did short stories and poems ...that’s it. So now in 
the class, she uses big big big words…I mean…five out of her ten words I don’t understand and I’m not 
that bad in English and I mean then I would lose concentration and she would just go on and on and then 
I talk to them and then I’m like I actually want to ask her can’t she use simpler terms….I mean even for 
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the Xhosa-speaking people I don’t think it’s that easy for them, but I don’t know how to approach the 
whole situation and I mean language work – she’ll do this difficult…for example parts of speech. I didn’t 
do parts of speech in school I mean I didn’t do it. So, I mean I had to go research it …it’s a simple thing, 
but I don’t understand it, so class for me I don’t feel it’s...fair towards me and she must see all of us are 
first…I mean I do good in the subject. Also PAD Method...I also just had to learn the work ‘cause I don’t 
understand it…like inferences like…I don’t know what that means…every third term it’s inferences. Now I 
have to Google it. By the time I Google that, we are onto the next thing and I’m lost…I don’t know how to 
approach her and ask her. Then I actually went and I told her that I struggled with the test…I got like 80% 
for the test, but I struggled and she said she would give us extra exam papers, but does that really help? I 
mean I feel some of us...most of us in that class are disadvantaged. 
A1: But she tries to like involve…she does like a method… 
C1: But the terms she uses is very difficult… 
Interviewer: Communication is important and also taking the diversity of language and so forth into 
account. If I can just add something? Diversity and you’ve encountered the word pedagogy in your 
studies obviously, and diversity and pedagogy and a humanizing one at that, what I’m trying to refer to 
is the …and you will know that as well…the teaching strategies that they apply, a lecturer or teacher 
applies, and yourselves as well when you go out and work, is…it goes deeper than just the inclusiveness 
or including Xhosa or including different languages or cultures. It’s making you feel as if you are valued 
within that classroom. So therein comes the humanizing pedagogy side that you have value, that you 
have voice as well. I don’t want to mention names and specifics, but let’s say what Logan does in his 
class…so where...where or lecturers like him would do…where they make you feel valued as a person. 
Whether you be Xhosa or be someone else White, Black or whatever …that you feel that your voice has 
value, and that your culture has value, and that in that environment, within that diversity as you were 
saying earlier, that you can learn from each other. That makes you feel a sense of belonging and where 
you want to be, so it runs deeper than plain teaching strategies... is the comment I wanted to make. So, 
yes and also it adds to diversity education. I’m going to move onto the second question…these questions 
sort of flow from each other and I remind you that they are derived from my main question that I have in 
my problem statement. And the questions that I have identified is being the best to describe or to 
generate the answers I need. The second question is similar to the first one, so…Can you describe the 
teaching and learning strategies, any that were implemented by your lecturers as they attempted to 
cater for and deal with diversity in their classrooms? Now I know you basically touched on that...um… 
can you recall anything from the teaching and learning strategies that you have encountered in your BEd 
thus far?  
A1: Not specifically, but we have had like special needs education…we’ve done that and then not for 
diversity as such but I think that what we do in our PGED class…that’s also like showing us a way of what 
we can do in our own classes, but I think that…um in that specific English class, she …it was quite 
nice…the class was a bit small for such a big group of us…um...like the grammar thing she did. She gave 
us each different colours of paper where you get that, you get that, so it’s more or less like a jigsaw 
method, where you make sure that’s…she’s English, she’s Black, she’s that…you get …each get a different 
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one, and then ok...then they ja…besides the jigsaw and then the plays and…we haven’t really touched on 
diversity strategies… 
C1: It’s like that humanizing pedagogy… 
B1: Just did learning strategies, but that was in LO…maar dit was nie vir diversity gewees nie. It was just 
to learn what it is. 
A1: But I think, but like I said the stuff that we are doing now especially in PGED is stuff that we can 
implement and actually indirectly we are teaching ourselves strategies… 
B1: Especially role plays we can use in school. And then skits with…matric girls? 
A1: Role plays...tableau’s…What we did last year as well also in English we did different stories, langues 
and…. 
C1: I think for the teaching strategies…I know it’s based on the school environment, but let’s say ok for 
example languages, when read a story for the children now they teach us…we can read a story in English 
and then a Xhosa child tell us ok…”What does this word mean in Xhosa?” Then you incorporate Xhosa 
into the English and then a Afrikaans child…I think that…that’s one of the multicultural classrooms that 
they taught us and then that teacher or that lecturer would try and bring it into the class as well with us 
students and “What does this word mean in Xhosa?”. Then we learn from them and actually write it on 
the board, so then we learn from the other languages like…it’s also…it takes a lot of time, but I think 
it’s…you can’t do that with all the work, but it I think it helps the other students. 
B1: Especially with reading…you can do it then, if you read the book and then you read it again. Because 
then they…say for instance they reading it in Afrikaans and it’s an Afrikaans class, then you read it again 
in English to the class and hen children see it again and then you get a Xhosa child to read.  
C1: But the teaching strategies… Is that for...for in our classes or in the school environment that we must 
give class? 
Interviewer: More specifically your classes…your university classes. 
C1: For our first year in one of our English modules, the lecturer…she would stand in front of the class 
and it’s a round table and all of us in groups and she would focus, for example, the right hand side of the 
classroom and then we…our side felt very excluded because she spoke to them and there’s always that 
few people asking questions and then when she just didn’t include us and I mean they…other lecturers 
then, especially our other modules this year, she would walk throughout…even PGED you would walk 
around in the classroom and include everyone and not just…because some of the classrooms are very 
…are very long so…for example there’s a board in front and there’s a board at the back, then they would 
write something on the board here and later on the board on the side and the backs...everybody so that 
people sitting at the back don’t feel excluded because they can also…and I feel ..especially walking 
around in the classroom and  I can’t make eye contact. Some of them do the eye contact thing with all of 
us and that’s very good and they stand in the middle of the class. And the one lecturer said “Sorry I’m 
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with my back towards you guys!” then she’ll speak to them, but I think that’s…you want to feel included 
in the class!           
A1: I think a strategy that has been very good and now that I think is…when we discuss a topic…you can 
give your own opinion and someone can answer you...or they can disagree with you or agree with you or 
give their own opinion …everybody’s listening to you and everybody’s given an opportunity…that 
happens in a few classes…and then ja...(pause) …freedom of expression in our classes and that’s very 
nice too… 
Interviewer: If I can just interrupt there? I’ve asked...the question I’ve asked is for specific strategies 
which is sometimes difficult to identify...I even often struggle with it myself…um…in terms of diversity 
itself and the approach to diversity and I know as facilitator for this focus group…I’m not saying you are 
off topic and your contribution is valued, let’s just move the focus of that second question away from 
um..strategies and move it more towards approaches of …and I’m not looking for  specific, but I am 
going to use theory to guide us…so you have heard of approaches such as the assimilationist approach, 
where they assimilate other cultures into and it sort of like… ‘everything just blends in’, in other words. 
Certain lecturers..just imagine lecturers using those approaches… to just guide your thinking or in terms 
of um…a superficial contributionist approach…where they’ve used this approach to just enact something 
fom out of their culture. Think about what you did from your school days where someone has asked your 
to contribute something from your culture, but it’s all superficial…in other words, bring a meal or do a 
little display of your culture. Ok and we all know that that is not true inclusivity -true inclusivity (in terms 
of diversity) and I’m going to make reference to Logan’s class again if I may with all respect, where you 
have that physical engagement on a deeper level and then some lecturers have an approach where they 
don’t see race at all …they deny seeing race at all – no colour or cultural differences at all. Have you 
experienced any of those sort of approaches…? 
A1: It’s basically um….like I said the treatment we get in…I think the lecturers are careful to identify 
everybody as a race like differently…ja but not all of them, but I think they’re just...it there…er ok, there is 
a diversity or a split in languages where it’s said like that and they sometimes try and teach accordingly, 
but they didn’t really….I can’t find the words….like I said this is the first year they really dealt with 
diversity otherwise it’s just been like…they don’t even acknowledge that: “ Oh! You are a diverse class!” 
They just said that: “We have Afrikaans, English and Xhosa-speaking!” – that’s it! We must think of it like 
that! So, basically the strategies has not been like I wanted it to be like..like it is in Logan’s class or is it 
Prof…? In his class, it’s very difficult for me to think now ok here: What have they actually done to 
engage us in diversity in different class or anything, but nothing comes to mind… 
C1: I know…I know… 
A1: I don’t think they really tried because they are scared of diversity they don’t want to …I think that’s 
their approach otherwise it’s like help your friend that does not understand or do you all understand..are 
you fine? I Think… 
C1: But I it was..ja it’s this year then the one lecturer ..her approach was she focusses more on her one 
specific culture group in her classroom, so um …it was one of our geography modules….at the beginning 
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of the year…then she would for example..um when she does the work…she also focused on a specific 
group and then she would bring Apartheid into it the whole time, and race and race and race and I 
mean…! 
A1: It’s just that….  
C1: Ja so that gap and I mean I don’t even feel that’s very…it brings in diversity to us…I mean… 
A1: I’m not… 
Interviewer: Sorry, B1. Your experiences? 
B1: No, that’s also…I’m basically the same as them for…especially with that geography module like she 
was like the whole time like just: No, just like… 
C1: You feel left out! 
B1: Ja, the Blacks were under Apartheid and like stuff like that and… 
A1: I’m not ja, but um …I’m not saying that the lecturers can’t give us class or anything, but I think ja 
their approach was like “rather not”…let’s just do it and then rather not… 
B1: And sometimes they just want to get it done they don’t like just not include you they just like straight 
forward:” Let’s go”…”We need to get this done!” and so on… 
Interviewer: Maybe…and thanks very much for that…and maybe just to facilitate your thinking a little bit 
more, and maybe as we go onto the last question, and I’ll get there now. I look at it this way and and…I 
think many other people do…race is inherent! It’s there! It’s present! It’ll always be there! There will 
always be conflict as well I think because of differences…we are all unique and so forth! It’s how we deal 
with it! Um…sweeping racism under the carpet, and I’m just referring to racism…ok…other aspects of 
diversity as well, whether it be sexism or it be anything else or gender differences, sweeping it under the 
carpet doesn’t mean much to us – it just compounds the problem that we have…the challenges we 
have…so,  in other words, what I’m looking for is…or what we look for or strive for is real engagement 
with it. So there’s a recognition first and foremost in my mind, in my personal opinion and then there’s 
an engagement with it! It’s there…the Xhosa guys who sits in the class next to me, for example, he 
recognizes: I’m a Xhosa male or a Xhosa female, but this is who I am, I’ve displayed my culture, this is my 
voice…ok? We are always going to fight and argue where we are going to disagree on many things, but 
we are going to engage with that and we ae going to move forward and use that diversity. And I think 
that’s when we step out of…let’s just say out of superficial approaches to diversity and we step into a 
deeper diversity pedagogy and make it more humanizing…you know where one can strive for social 
justice and transformation and all the things they shout about at this moment in time. That’s my five 
cents worth…(laughs)…on that just to guide your thinking… 
 A1: I don’t see different races…there’s one race and that’s the Human Race! We’re just that! That’s how 
I feel about it, but now when you said about sexuality and in class…and I thought about the one person in 
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our class…he is a homosexual like male, but he’s Afrikaans and English and…thinking of how the lecturers 
treat him, some of them are…there was like maybe this one lecturer…didn’t really engage with him! She 
like okay ja: “You talk too much – keep quiet!” Because he is always like ‘chirpy’…  
C1: Talkative…! 
A1: Other lecturers are like… What do you have to say? And or What’s your views on this? And allow him 
to express himself and he is very expressive! And just including that in the class as well and allowing him 
to be like that as well…but other lecturers, they suppress him like…ok…Thank you, you’ve talked enough 
and…. 
C1: And I know and we in our languages and in the Maths and Sciences also an individual um…he’s 
transgender…so he’s a female now…and I don’t know how the lecturers treat him and approach him 
cause… 
A1: His name is still male, but he’s a female…  
C1: Ja, he’s a female …but I know the...the student’s they make fun of him or of her. I know I’m not in 
that person’s …but I know of…especially, but I think some of the classes where… 
A1: I think they’ve accepted him… 
C1: Ja, but he likes or she likes to like...in our big classes …to answer questions then the people laugh…I 
dunno…the lecturers treat her like like… 
A1: If the lecturers like say her name…her name is still like male…if they then say his name  and 
then…what how…then they don’t know, so they don’t treat him differently… 
B1: But I mean he or she was in…well ok he was he when he was in my school, when we were like in high 
school and I mean he’s like the nicest, nicest person an then he did, she did prac teaching with me 
now…now that she’s a she…and like ja, she’s a great teacher and she…everything she sorts out like she 
gets her stuff planned very well even though she… 
A1: They approached us in class…but thinking of this person that is in our class, the approach towards 
him - most of the lecturers are open and use techniques …and he can be…(laughs)…he can be a little too 
much at times, but he tolerates everyone… 
C1: In one of our modules we do now…it’s not a compulsory module…we had a bout two classes due to 
the strikes, but there’s a specific girl in our class and she’s very talkative and I mean sometimes it’s quite 
a nuisance and I’m mean everybody just keeps quiet…I mean you try to say something to her, but she in 
class will like say Shhhh! This specific lecturer, he’s very straight-forward, and um I think it’s I dunno and 
he, he told us, and I think it’s a good strategy, he told us: “If you don’t want to be here – leave!” He’s not 
trying to be rude, but every time they talk he would approach them and they didn’t want to come to 
class the next time, but I feel…I think it’s a good strategy because they...we can’t learn in an environment 
when people are talking, and I mean it’s not like talking in the classroom context, it’s complete different, 
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and taking foto’s in class while he’s busy teaching, so I think that’s a good strategy that because he 
respected us, the other people in the class too…so I think that’s also a…. 
 
A1: Also, bringing that into diversity…into the diversity context…he’s also …he’s Indian and she’s 
Coloured…but then usually you’ll get that from er…that from the Indian lecturers - will pick on the White 
students or the other Indian students and having him – interracial um…er…conflict maybe because she 
was giving him attitude, but he handled it very well and um… 
C1: And respected the other people in the classroom…    
A1: Ja and ja that’s for me bringing it into the diverse um… diverse context if that makes sense? 
Interviewer: I can sympathize with lecturers because I’ve lectured myself before, but at NMMU only a bit 
giving Research Design and Methodology in the BEd module which goes with the BEd Hons Program, 
um…and it’s not an easy thing to accommodate diversity. Let’s say…to once again use Logan’s example, 
it’s very difficult. You need to have…because as you know as teachers you come into the classroom with 
certain preconceptions? I mean you know about your teaching philosophies…being through  (Lecturer’s 
name withheld) classes as well! You know those things about your teaching philosophies and the things 
that you bring with you as a person – you come into it subjectively put it that way. Those influence how 
you perceive things, how you see things – it’s not a very easy thing for a lecturer to incorporate, but you 
can certainly hone your strategies that you use to move towards a more humanizing and 
diverse…diversity pedagogy. I think let’s move onto the third question and I’ll tell you where the focus is 
and this is the last one – these question go along a similar line, but should be probing a little deeper. 
Although in Q1 you answered a lot of what was happening in Q2 and this sometimes happens, we do this 
with feeling! The third question is: How do you perceive these approaches used by you lecturers in 
dealing with diversity in terms of being accommodating…and some of your responses have touched on 
this…accommodating and in terms of creating a deeper understanding amongst the various racial and 
cultural groups within your classroom? So we are looking at two aspects here: I’ll say the question again: 
(Repeats question) …How do you perceive these approaches used by your lecturers… 
A1: So what you see and what you experience..?  
Interviewer:  Yes, in dealing with diversity…how do you perceive these approaches in terms of being 
accommodating and in terms of creating a deeper understanding…and that’s the one I’m probing for 
more amongst the various racial and cultural groups represented in your classroom? 
A1: So the understanding between students within our class and how we treat each other afterwards 
basically…? 
Interviewer:  How the strategies and approaches create a deeper understanding amongst those various 
racial groups?  
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A1: Ok…well for me I dunno what to talk about to other fellow classmates that’s different from me…we 
don’t I don’t see them every day…I don’t talk to them everyday like once in the corridor we talk every 
day…so seeing them do this like the plays and that…I never knew you could do this…I have so much 
respect for you...more than before, but seeing you have such talent or seeing you…you understand this 
this way! Ok I’m like different from you so that creates for me an open platform something to talk about. 
Like for instance one of the gentlemen that wrote his name down …I think he lives in Summerstand …I 
know he has transport problems… but we’ve been out for coffee two nights ago and he works at this 
place so he came to say hello to me and I was like “HI ..jis, how are you?” and we became friends 
through this diversity and thing and being included into each other’s groups and working together…so 
that for me…the understanding and the view I get there is they are also trying to bring us together and I 
understand them better because I know ja I know they are a whole different culture and I was brought 
up much different from how they were and we are different from each other of course, so seeing how 
they react to things and their views and stuff…it gives you a deeper understanding of each other. And I 
think in a way for me, personally I feel more comfortable in class, with a more diverse people. It was not 
like I was scared or anything, but just like… What do I say to you?  It’s like how are you?  
Interviewer: Unknown 
C1: There’s a specific girl in class…she wrote her name down…I always saw her in class, but I know she is 
not Muslim and just I dunno I dunno and in this PGED, in (Lecturer’s name withheld)  class, he …the way 
he brought us together was we learned more about her and her specific culture and I gained so much 
respect for her culture… I never understood and then I mean then we started to sit together in his 
classroom and we did our things together for the presentations and things and actually in that class he 
made me feel comfortable to speak to her as well. I mean and I asked her about her culture and 
everything and now I have so much respect for her and um I think his class specifically, about the culture, 
the language and everything, it gave me a much deeper and better understanding…regarding her and 
made me have more respect for her! 
Interviewer: Before I ask B1 to add something…so what the two of you are saying is purely than having 
just that superficial engagement, you’re having a deeper engagement…you’re learning to 
understand…let’s say: “Seeing the world through their eyes!”  
C1 and A1: (Together)…Yes!  
Interviewer: And that environment that’s created there leads to deeper engagement, leads to a deeper 
understanding… 
A1: Also, now especially we’ve become friends with this girl and I’m more careful with the things I do and 
say…not that I’ve been doing like strange stuff, it’s just like…you can this: I don’t want her to feel 
offended because the way we say things, and the way they say and do things, is different. So I can maybe 
go to her …I call my sister  “Koei”…I can like say: “Hey, Koei!”……(everyone laughs)…Funny stuff like 
that…maybe it’s funny for us, but I can’t like go to her and say “Hey!” or touch her like that…see so I 
learn from them…not that I treat them differently, but the way you behave with each other as well and 
even to …to respect…it’s broadened my knowledge of different cultures even more! 
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Interviewer: A wider worldview! 
A1: You were always like this where you can say this cultures like this..they do this …don’t do that…ag 
they are just as chilled as us…that’s what’s nice for me!  
C1: Um Ja… 
B1: And you get to know what they do, how they do it, why they do what they do, ja and then you know 
how to go approaching what they say! So jy’s nie soos…jy voel nie soos…. 
C1: Uncomfortable nie… 
B1: Ja Ja….. 
A1: Ja Jy’s nie op jou voete nie…op jou tone nie! 
B1: Ja and I’m like friends with all of the people in our class. I don’t see….I don’t see race...it’s like…and ja 
it’s …you don’t…there’s some of the people that I don’t talk to like a lot because they don’t 
understand…like they …  
A1: Ja, she’s a very public person and some of them are like…(laughs) …crazy…! 
C1: Even in (Lecturer’s name withheld)  class, I man when he did that activity with us wthe the different 
languages that he read to us, and um…it was something else that we did for a presentation and one of 
her friends (points) ..He is Zulu or Sotho…and he read a piece in there and I mean to me it was so…in that 
classroom environment um…if (Lecturer’s name withheld)   didn’t give us that opportunity to to do that, 
I mean I automatically …it’s not right, but I automatically thought he is Xhosa…I mean I gained respect 
on him..Wow he’s ..and he’s so good in his Zulu and I mean it just it just opened my eyes to see…you just 
assume that’s…. 
A1: You generalize… 
C1: And I assumed this girl...this Muslims are like you can’t mix…I mean now it’s…especially that PGED 
class, it makes mean gain so much respect for different cultures and language groups especially… 
B1: It’s open… 
A1: A lot of our  generalizations…have been demolished… 
C1: Stereotypes…and like…  
A1: Cause I really if I think…there are some of the students in the class that are very difficult. You say 
Hello to them How are you? …but that’s it then the others like…this gut I saw the other night they like 
kiss you, …Aw, I miss you guys and How have you guys been doing? You sort of start a friendship that 
would have never been there if we didn’t learn about each other it would be like “Hi”…  
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Interviewer: So if I can just summarize very briefly um…the more accommodating and you can say 
whether you agree or disagree…the more accommodating the lecturer is on a deeper level, not a 
superficial one like we are used to seeing, the more deeper level creates that deeper understanding…um 
allows for that openness where one does not feel threatened or…and you can add a whole lot of other 
adjectives to that one, by the other cultural groups… that you sort of come out of your shell and so forth!  
B1: Definitely!  
C1: I actually agree with A1 when I actually think about it. There where we forced to be in different 
groups with the different language groups…that was good, but I mean I think now with our PGED we 
actually learn more about each other um…in a more relaxed manner about the different cultures and 
different language groups and everything so…you take it in much better than actually being forced 
almost …so I have to agree with that. 
Interviewer: Ja, and a lecturer that doesn’t…It’s easier for lecturer to say: “I’m not discriminating”… 
Walk into the class environment: “ I’m not discriminating against anybody and I’m recognizing the 
classroom groups!” It’s one thing saying it, it’s another thing espousing it that…like Logan does do in his 
class where he makes you feel included. You know that he doesn’t discriminate between who you are and 
what you are! 
C1: Especially in his classroom…I’m a very…a very shy person. And I think his classroom is one of the 
classrooms where I don’t feel shy to house my opinions...if I feel then I would say something then B1 
would add and then you would disagree and other …    
B1: Other people would add. You build on stuff and… 
C1: And I’ve…you feel so…  
Interviewer: Your voice is valued! 
C1: And I feel so...and I think it’s um…democracy and everything is is…very very… 
A1: And I think when discussing this …there must be a comfortable space and in Prof Athiemoolam’s 
class that’s I think that’s the only class where we have had the guts to talk about it…. 
C1: Nobody looks down upon you… 
A1: Ja…when I think now specifically of a few Xhosa-speaking students there in the middle, even though 
we all sit in our own groups, it’s like we used to be divided we are now united, cause we were discussing 
something and I remember him…ag he was actually in a group with me last year and he was cross with 
him because he didn’t do his work, but just having him voiced his opinion and saying ja he doesn’t agree, 
but this and this and this ..I was like…I’m looking at you with other eyes, so having that…it was…then 
having the guts, the comfortability in the classroom, not having that… 
B1: Fear of saying something…Yoh! 
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A1: It’s like must I say this or...it’s a very touchy subject at times, but ja I mean… 
B1: And he also guides you…(Lecturer’s name withheld) is a very good um…scaffolder?...so to start 
something…he’s not like: “No, you can’t say this!”  you just…He guides you into it and he helps you and 
he builds…say for instance Mia says something, he’ll answer and Anya must say something and then 
there’s like a whole…. 
C1: Yes, and I feel like for example the work we do I’m…when I first saw the study guide I was like “ 
“Wow! This about social constructivism and social justice and all those things!” We did it previously, but 
also very briefly so I never quite understand it, but now…um he would take a subject that we don’t really 
understand and then he would ask us questions and then give it and by that way we can do the 
plays…the the um…classroom present… 
Interviewer: He makes it real! 
C1: And that’s…that’s now we have a much better understanding and… 
B1: Than here’s something to read, go and do it!  
A1: If I can say two things thinking about our first year …a specific lecturer…about the opinions…she 
would say: “No, open class – you can talk and everything – you have your own opinion, then you will give 
it and she will say…No, but you’re wrong!” “He said this and this and this…he’s right!” And then you feel 
like…what can I say! And then if I can comment on a different Faculty where about the diversity? It’s 
actually…can I name the faculty… 
Interviewer: Yes! 
A1: It’s the Law Faculty...um…she was the previous (Position withheld), before the whole Fees Must Fall 
thing, she’s a white lady, and then there was an incident where um…because everything was going 
about race, it ended up with race, but there was something that somebody shared about the whites that 
she said: “No thank you, I’m not interested!” What she’s doing now she’s actually chosen sides and she…I 
can’t remember the comment that she made, but she was so all high and mighty and ag like you 
are…you are valued, but now with this whole thing she has turned completely. So she goes to you and 
preaches about: “Ag you are all…” and all this and now she ja… 
C1: But even last year with that one specific class of us, then she would also say it’s a diverse classroom 
um…every opinion counts and then she would ask a question and we would start...we would give 
answers…ok tough …then she would force her opinion on us …so so we never…   
Interviewer: You’re immediately closing down that space…! 
C1: Ja…nobody wanted to house their opinion or give examples or anything in class because you were 
pressed the whole time and later you were just …you were not interested, I mean we couldn’t connect as 
groups, with one another, learn from one another ja…so… 
A1: It makes everything unpleasant! Ja! 
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Interviewer: Do you um…I’m going to ask one or two last closing questions. Do you feel that within that 
space you were talking about, and it’s quite a nice description and it’s very often used in…and I won’t 
expand upon it now in Education where it refers to studies where there are “Spaces of Possibility” 
created for engagement, for various things, for expression and so forth. Do you find that er um…in the 
class that you referred to the most and it’s not the one that we are focusing on now, but we’ve 
mentioned it to be one of the most open classrooms with (Lecturer’s name witheld), um that you take on 
an identity there that is more true to yourself?  
C1: Definitely! 
Interviewer: Ok, which allows you to express yourself? Will you be in agreement with that? 
B1: Ja! 
A1: Like I said it’s just really sad trying to think:” Is there another example than just this one class?” Isn’t 
there something… 
C1: It’s true! I mean…  
A1: This is the only class that gave us the opportunity to be open, like what we said we get to class and 
it’s like: “No, it’s open!” and you give your opinion and you’re brushed off, so then that’s a bit 
contradictory…  
C1: If you think about it, we’ve about thirteen …fourteen modules each year and it’s first, second, third 
and we now out of all of that we actually can only say one classroom would allow us to be our own 
person…the only classroom that stands out! 
Interviewer: And the faculty if I may mention and I go on record…is that they are quite a forward 
thinking faculty, but it’s a very strange phenomenon to find that what happens at grassroots level within 
the classroom, is not really portraying let’s say their policy on diversity. 
C1: If you think about it, it’s actually quite ironic most of the lecturers…or some of them…they must teach 
us to be teachers one day, but they can’t even incorporate it effectively, not all of them, but for example 
now only focusing on this group and I can’t have the strategies and I mean how...that off on …maybe it 
rubs off on all of us because all of us are going to be teachers like that…maybe the one that uses the 
banking method…so all of us going on to use that and I mean it’s just an on-going thing ja… 
Interviewer: Any last comments… 
A1: I wanted to say something, but if it’s on record then I don’t want to know…(laughs)… 
Interviewer: No no one else reads this or knows… 
A1: Sometimes I feel that faculties are soos ons se in Afrikaans “Meer bek as byt!” They say that we’ve 
had problems with different stuff, especially the one lecturer from the beginning of the year, nothing 
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came of it…we had to suffer for it …we had meetings and everything and gave endless and endless 
complaints and so….  
C1: Went to the HOD’s, but… 
A1: So…ag otherwise faculties too big…(whispers)…(laughs)… 
C1: No, I mean it’s true. I feel if we don’t feel comfortable within the class or something happens and we 
we laid a compliant, I mean we really…so nothing came of it…we were so into it, nothing came of it and 
now we are just like: “Ok, it’s fine!” and…cause that’s not nice. 
Interviewer: Student voices need to be heard! I know I’ve been there as well! 
C1: You must also strive to get our voice heard…that’s the only option!...laughs..! 
Interviewer: Protesting about the wrong things...(laughs)… 
C1: One thing (Lecturer’s name witheld) told us one day we can have a silent protest and I was ok that 
was the strangest thing and I’ve never heard of it and actually I saw you (refers to B1) in the foto on 
Facebook on the whole silent protest thing…that’s…it just shows…we learn from his class and I think 
that’s …and and I think that silent protest had a big impact…especially the protesters were livid so that’s 
…shows we we… 
A1: I’m thinking now that we don’t have much experience with the whole faculty of the education 
department because throughout our three years we’ve had more or less the same lecturers as 
well…more or less, but ja there’s one or two that made a difference…actually…ja two… 
C1:  Only two for me… 
A1: Like really like…engaged your mind about it …made you question… 
Interviewer: This person 
A1: (Lecturer’s name witheld)…ja also a Prof   
C1:  Prof …and he is so nice…my one friend, she’s failed his module a few times now and he…then I gave 
all my books to her because I got a distinction in it and everything and he came to me and he saw I was 
helping her then he told her: “Come to my office, I’ll help you!” and I mean it just shows that some of 
them want to make a difference and others won’t care…I mean even emails…I email a lot and I want to 
understand everything and lot’s of them don’t even want to answer and she never…she never replies to 
my emails, but so when I go see her then it’s sorted. So it’s nice that especially um…(lecturer’s name 
witheld) as well. He always sends us things and where we can learn from it so that’s nice. 
B1: And what’s nice of him, he greets you by the hand. So say for instance the boys walk in…  
C1:  And he knows us by name! 
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B1: And then he greets you… 
A1: And he always asks you do you have a problem…is this sorted out…and you don’t get that from a lot 
of the lecturers and here and there he is like: “Oh! How are you?” and “I can’t quite remember you but 
you look so familiar!”  
C1:  Our PGED module that we had twice now..the first day we walked into that classroom he told us just 
all of us: “ I‘m going to go through the class, tell me us your name and something about yourself?” and 
hen during the class he will “ Okay, B1 and A1 hey!”…I mean it just shows…um ons was nie net ‘n student 
nommer nie, ons…ons was ‘n person vir hom…that’s very good…we just…. 
A1: Like I said from the beginning…we’re just a number to them, but some lecturers really engage with 
you and that’s what I also like …ja. 
Interviewer: Look, I think we’ve…personally I think we’ve said enough. If you want to say anything else, 
you are welcome to! There’s normally an end time, but I just let it go on, but I think you’ve given a very 
good indication of you…of your perceptions and your views and thoughts and your experiences and I 
thank you very much for all your valued contributions and then we’ll see how the way goes forward. 
Thanks very much for taking the time and the effort to come here and I know it’s very easy to say no to 
somethings. People just say no…I don’t want to get involved…I know the feeling so…I do appreciate it 
and I really do look forward to seeing you guys again… 
A1: Ja, and if you need us to like give comments or want us to read up on something then… 
C1: We would really like to read the finished product…. 
Interviewer: Yes, most certainly. I mean I can even now share my Chapter One and three with you. 
Chapter two…my Literature review is the one I’m currently stuck on, but you’re welcome to read it to get 
a flavor of what it’s all about. 
B1: How many chapters is it? 
Interviewer: It’s five… 
B1: En hoeveel blaaie? 
Interviewer: Er …M can be anything from less than a hundred pages, which may sound very little, to 
round about the average which can be about two hundred pages. 
A1: If I can ask you, your honours, you obviously specialize in something?  
Interviewer: Yes. 
A1: And can you choose to do like a research or how does it work? 
End 
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APPENDIX E 
Focus Group Interview 2 (FGI2) 
02 December 2016 
Four participants 
 
Introduction by Interviewer: The topic of my dissertation is investigating student’s perceptions of 
lecturers and strategies or approaches with dealing with student diversity in university classroom 
context. Okay. Within your responses, I just want you to respond on your experiences of lecturers 
approaches to dealing with diversity across your entire undergraduate years, you don’t need to just 
comment on (Lecturer’s name withheld) class or on any, you can mention specific classes if you want to 
it’s no problem, if you want to mention names too it’s no problem you will remain anonymous as far as 
that is concerned. But just mention across you entire three years that you in university with experiences 
you had and how you have perceived their approaches to diversity. Is that clear enough? Okay. Great.  
Interviewer:  So the first question I’m going to ask and anybody is free to answer first, who wants to 
answer first. And, as I said let us just keep a protocol of just speaking one person at a time - it will help 
with the transcription later. The first one is: To what extent during your undergraduate studies, up until 
now, have your lecturers attempted to create an open teaching and learning environment to engage 
with issues of diversity such as racism, discrimination, sexism all those types of things.  
A2: I think lecturers are aware of diversity in their classes and all those aspects such as race, culture and 
all of those things but I think the point where they value it all they embrace it. I don’t think they really 
succeeded in this although there are some exceptions like us this year that’s when I actually experienced 
lecturers embracing one lecturer and embracing student diversity with regards to their culture, how they 
perceive things. I think this year for me is the first.  
B2: I think that every lecturer at varsity that we had we had so far. (Interviewer - Can you just speak 
up?). Like I think they do agree with diversity, I don’t think they have anything against it or anything like 
that. There is just some lecturers that are much more passionate about it and see just much more value 
in it. And then that runs with us and that’s actually our favourite classes. To see that excitement about 
something like that and for us as future teaches in our class one day obviously we are going to have a 
diverse class and it’s something we would want to implement what we take from those lecturers.  
C2: For me with most of the lecturers, I feel like most of those issues are only addressed when it’s part of 
the curriculum that they need to teach about. Most of the time yeah, it’s never addressed and I feel like 
this year because there was something like diversity in our curriculum, issues of racism and 
discrimination some of the things we spoke about in class, I feel like it was only then that we were 
exposed to it, but before that I don’t think it was addressed…. not to say that the people didn’t embrace 
those values they just didn’t bring it forth into the classroom.  
D2: To elaborate on what Ndumiso said, I see the issues of diversity and social justice in general it only 
comes to the fore through lecturers when there if there is incidences being reported of that being 
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violated in the media. A couple months ago with ‘’ story as it goes in Cape Town I’m not sure where the 
school with the language I’m not sure only then was it spoken about in class otherwise its business as 
usual but with diversity from first year already we could see that there was an attempt and effort put in 
to recognizing each individual person in the class. Like with the first PGED (Lecturer’s name withheld … I 
don’t know if you guys can remember she really brought and came in with a different view she changed 
everything from us now finished school leavers us into the university with something different and the 
class is diverse. A lot of the times it does get addressed but other times its business as usual.  
B2: Also just to add on what D2 said I remember in first year as well we had a I think they do it very 
subtly  because the issue of diversity I think from first year was always implemented and also had a 
subject (Subject withheld) with (Lecturer’s name withheld) and there was a lot almost every single class 
we did she spoke about how important it is to accommodate everyone in your classroom and like issues 
of race, issues of bullying and all those things very much implemented almost like the matric LO subject 
and with (Lecturer’s name withheld) I think it was very much from their side and now like as we are in 
our third year now it’s very much issues they put on the table like what do you think about it or what 
would you do differently or how would you change this one day in your classroom so it’s not just from 
first year they taught us about it when now they like well here it is what are you going to do with it. 
(Interviewer - Thanks). 
C2: Can I ask a question quickly?  
Interviewer: Yes. I just wanted to change the focus for a moment quickly before you do. We’ve spoken 
basically about in answering the first question and maybe I wasn’t clear enough, not saying you 
answered it wrong …don’t get me wrong. You’ve spoken basically how lecturers have brought diversity 
within their classroom in other words diversity education. I’m speaking more about diversity how they 
have approached the diversity that’s within your classroom in other words you diverse different from B2 
and the cultures you bring into the classroom the diversity within your classroom itself and how the 
lecturer has approached that in terms of them and their teaching style to you and them creating a 
teaching and learning environment for that diversity that is within your classroom itself your university 
class you were a student undergraduate students, not diversity as a topic they are teaching to you. I 
appreciate those responses they great but if we can keep the focus to how they, in other words let me 
use (Lecturer’s name withheld)… he’d be a prime example as you mentioned the other lecturer C2 that 
the way that he brings everybody together, the way that he gives recognition to your identity , that he 
recognizes other cultures and that he brings it into different forms of teaching and learning, creating that 
open environment which I’m sure he does …that’s if you agree with me, that is what I’m talking about 
those approach, lecturers approaches what your perceptions of those are through your undergraduate 
studies and not diversity as a topic they are teaching to you to carry over to your classrooms although 
obviously you’ll take something away from what somebody such as (Lecturer’s name withheld) and the 
other lecturers has in taught in that manner. Is that clearer?  
 D2: This year was the first year that I experienced where lecturers themselves where the diversity was 
incorporated into their teaching methodology this was the first year where I experienced it with 
(Lecturer’s name withheld) when he came and he with science made an extra effort to find Xhosa or 
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Zulu words and Afrikaans words where language was concerned to bring in cultural analogies of how 
concepts in science were already been done in the tradition of South Africans for many years and 
obviously (Lecturer’s name withheld) he embraced it down to the fullest. Last year. we within an 
Afrikaans module surprisingly with Ms Bradley, and she also did this a lot of times, with the drama 
module, she would bring drama into the classroom and she also taught us through her own experiences 
and trying to relate to each and every one of us, approaching to each and every one of us individually.  
B2: Especially with the drama um...the drama subjects we have even in first year we formed a group and 
the group wouldn’t be even with (Lecturer’s name withheld) it wasn’t like choose your own group she 
put us into groups and the groups I’m not just talking about race as people we are very diverse…In my 
first year, I met friends there that group I’m still friends with now and the cultural stories, old traditional 
stories, backgrounds of different cultures and things like that so I think even there it started, they started 
trying to make us aware of different cultures and things like that.  
A2: I remember the first day when she asked us who is Afrikaans at home and then she put us into 
groups where we had one person who can speak Afrikaans fluently and there she is already 
acknowledging diversity in a classroom she is trying to slit us up  (hesitation and pause) embrace our 
differences cause then we have a diverse group… because sometimes I think people sit with people that 
they relate to so she is taking us a bit away from that of that comfort zone and putting us into a situation 
where we are forced to embrace other people.  
Interviewer: They still giving you a common denotator of that language you speak so you don’t feel 
isolated or one person doesn’t feel ostracized in the group yes, which is important. …  
Interviewer: I’m going to go over to the second question: Can you describe the teaching and learning 
strategies, if any, were implemented by lecturers as they attempted to cater for diversity. I know you 
have touched on some of them now…(Lecturer’s name withheld) put you into groups and did cultural 
activities, etc. as an example. Any other strategies that come directly to the fore that you can think of? 
Now think mainly in terms of teaching and learning strategies applied by lecturers. 
B2: Well, we have a lot of group discussions, a lot of group work a lot of think-work-share, very involved 
with the teaching of the class if that makes sense like it’s not very like the lecturers have a front and were 
very involved with the whole quality of teaching and even when we as a group needs to do our own 
research and she lets us explain or teach it to the class because I think we that’s what we are going to be 
doing in the future any in any case, so she tries make us the main givers of knowledge but she is guiding 
us he or she is guiding us to do that.  
A2: Yeah, I think also the discussion that lecturers do is like they pose a question then and then we as the 
learners in the classroom have to come up with multiple perspectives, I can’t really put it on one activity 
now, but I think most of the times diversity is achieved in that because there is an opportunity to voice 
your view or perception on any topic. I can’t really think of anything right now, but I think that’s also like 
a strategy that they use, it’s not intentional, but automatically it becomes more diverse and so people 
can raise their own perceptions or views on anything that you have and you feel comfortable enough to 
voice it because you know you are not going to get judged for it! 
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Interviewer: Acknowledgement of that voice is important, you are welcome to, I just want to butt in 
there to comment on examples where you’ve not had diversity attended to in other words within 
teaching and learning strategies where maybe when content has just been thrown at you…Respondents 
together…there is a lot of that!)  there will be more of that than of the others, I would assume in my past 
experiences as well, you are welcome to comment on those instances as well where you have not been 
accommodated in terms of teaching and learning styles in terms of the diversity within your classroom 
where you felt completely out possibly.   
A2: I think one specific class in what I think we can all relate to that is one class where it’s basically like a 
teacher student-centered version. Although the teacher tries to make like create like a collaborative 
classroom but I don’t know it’s just something about the atmosphere you don’t feel comfortable enough 
to raise your hand and say well I think this and this and this because you’re so scared that you might get 
screamed at, some of us have been screamed at which we have because I think that specific classroom is 
a classroom that you have no diversity being embraced because you’re too scared to say anything 
because she’s a very, she will stand there and talk the whole time and then you’ll just obey.  
B2: And its funny because she speaks … she’ll speak about issues of diversity, but she never implemented 
it, she never embodied it, she never embraced it in her approach. You can see she was very old school 
and like that and she is very traditional, very the way it was… and it just didn’t sit with us we did not 
enjoy that class, we didn’t even take anything away from that class and it was interesting like content, 
but we shut off completely.  
C2: I think with that particular module with the lecturer herself, I think she didn’t really believe in what 
she was teaching, so well, not to like speak badly about her, but I don’t think she like embraced diversity 
in her own …like in her own life, so she didn’t bring it so we couldn’t relate to her when she spoke about 
diversity in a classroom ‘cause it was something that she didn’t actually believe in herself, so and also 
with um…. a lot of our classes ‘cause we have education faculty modules and have arts faculty modules, 
so I think numbers also play a role. In diversity I think lecturers, when there’s too many students, they 
tend to look at the students in a group and then they forget about students as individuals and they just 
focus on getting content across. And I think with that it kinda of eliminates and yah it kinda of isolates 
everyone basically ‘cause everyone sits there and takes in the content and…yah their diversity isn’t being 
enriched…yah.  
Interviewer:  In terms of…I’m just going to ask one more probing question based on question two in 
terms of of of your personal identity C2 being a Xhosa…am I correct in um… yes a Zulu sorry okay hahaha 
no offence taken…hahaha…sorry about that…um…in terms of his cultural identity in other words meeting 
C2 .. I’m just using … as an example where he comes from, in other words giving him recognition and also 
feeling …making him feels as if he has recognition of voice within the classroom. Have you found 
….you’ve obviously found a huge contrast between eh lecturers’ approaching diversity completely just 
from a stand point from, as I said where they throwing content at you and where they are just ignoring 
all aspects of where it is you come from that you don’t even feel like you want to stick up your hand or 
even engage with the content completely as compared to the other side of the continuum where um you 
are completely… let’s say if we use (Lecturer’s name withheld) again as an example where he gives you 
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that freedom to express yourself and learning becomes more meaningful for you. Do you just want to 
comment on that?  
B2: Um yah,  I think that just using (Title withheld)… also as example I don’t think he just accommodates 
our diversity in terms of how we look on the outside I think he really does accommodate like our diversity 
in terms of how we learn as well. Where there’s also another example of a lecturer was a technology 
module and it was very like completely different to any subject I ever had at varsity, all of the subjects 
were very like inclusive and based on group discussions and your input in things and it was very like 
regurgitating and also teacher-centered and I never felt comfortable sticking my hand up it’s because she 
had an idea that everyone learnt the same, she talks we listen, she says we write and it’s also something 
I didn’t click with where (Lecturer’s name withheld) he uses discussions, he uses class tests, he uses 
plays, he uses…um joh…endless he uses so many things, dances, and like instruments and also just I 
wanted to comment on how it’s not just diverse like he accommodates diversity of each individual how 
they learn um how they see things and things like that.   
A2: And I think also like with regards to diversity um sometimes like umm lecturers would see that okay 
you have this strength and then they will somehow or somewhere find a activity where you are able to 
express like you are able to like just embrace like okay I’m good at this so I can maybe help someone else 
with this that is not so good. Like for example like drama, not everyone likes acting like for me personally 
I like acting and if I have a chance to show everyone that I like acting then I will embrace it to its fullest 
and immediately you feel so comfortable, you feel so happy, you are eager to get to that class because 
you know this class is so much fun just because he knows I’m good at this and he appreciates it and just 
gives me a time to shine because I think sometimes you just need some time to shine! 
Interviewer’s assistant:   If you feel that the lecturer isn’t addressing the diversity in your classroom 
setting…um have you had any forum to be able to voice that, to go to someone and say listen here I fell 
this is an issue um we don’t have the opportunities that we have in other classes because of this lecturer, 
is there any kind of um end of class…end of term feedback response that you can give and if so do you 
ever get feedback on that feedback that you’ve given?  
B2: Yah um…I’m part of the student reps and every class has a student rep and I remember last year 
particular with the one we were speaking about its very funny its coming up again there was a big 
problem with where um a lot of students came to me and said they feel like their rights are taken away 
they feel they don’t feel like they human almost like I don’t know it was a very big story and we took it up 
to the um faculty head or um or (Lecturer’s name withheld)… um I don’t know one of the top lecturers 
and um they did um I know they did speak to her um brought in or and I don’t think she got fired or 
anything like that but um it was addressed I don’t think um sometimes they blow it over but I think if we 
make a point there was a petition signed somewhere in second year as well or something they I must say 
in my opinion I don’t know about you guys um  I do think they have a very um keen ear to listen to our 
problems and they do address it I find I don’t know about you guys? 
A2: And also following like after every module we evaluate your module if we feel like your module we 
haven’t learned anything...if it was teacher-centered you would hear from us and I don’t know about... 
152 
 
things but I wrap my mind around those things I don’t care if I get feedback or not but I know okay I said 
this and you’ll see this but I think if someone like evaluates you on such a level where you like this is not 
good and that you have to have some form of reflection maybe you’ll take it too hard or maybe you 
won’t, but at at least I had the chance or the opportunity to voice my opinion… and you’re comfortable 
with it. 
Interviewer: Thank you for those responses. Do you want to add anything or are they fine? Um I’m going 
to move onto the last question quickly because we have been going for quite some time…um the third 
one had to do with creating the lecturers approach or strategy in trying to create a deeper 
understanding amongst the various racial and cultural groups represented within your classroom and the 
question reads like this:  How do you perceive those approaches used by your lecturers in dealing with 
diversity in terms of accommodating and in terms of creating a deeper understanding amongst the 
various racial cultural groups within your classroom setting?  
A2: I think for me personally this year was one  those years that highlights my whole three year 
experience at NMMU I think for instance just using activities such as reading a poem in all different 
languages already accommodates people that might not be English mother tongue speakers and I think 
that is for me personally I have learned a lot I’ve learned that I can incorporate these things in my 
classroom using the learners that speak these languages to maybe stand up there and read the poem I 
think that is a good .. way to accommodate various types diversity just with regards to language because 
it’s very important.  
C2: Um… I think for one modules I think one of the lecturers focused a lot on experiences and because of 
that I think he gave everyone in the classroom an idea of like where people come from like yah who they 
really are and yah I think because of that it allowed people to have a deeper understanding of people not 
just with language, but yah just the deeper levels of .. language culture like who the person really is and 
yah I think when the lecture or teacher focuses on the person’s experiences and what they know before 
they’ve come and learnt all the other content I think that helps yah I think that helps very much. 
Interviewer: So basically they mean the prior your prior learning and prior knowledge that you are 
bringing to the classroom?  
A2: Making some form of connection with prior and... present.  
Interviewer: D2, you’ve been quiet? 
D2: Umm…with the strategies um I think what lecturers were trying to do successfully implemented that 
catered for diversity in the classroom. They tried to teach us how to embrace diversity in one another so 
now for an example I won’t look at someone else again in the same way because I’m more interested in 
the person. They more interested in us individually, our culture, language wherever you come from, all 
those factors of identity and they taught us to look at one another and try and highlight that to build 
up…so they taught us to think in that way we can teach learners in the classroom.  
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B2: Yah I agree with what D2 said there and um I just add I think our class and what we study we 
actually very blessed in the sense that we are not a very big class, although we are a big faculty, our 
classes are very intimate and from first year we didn’t know each other at all. Like I can honestly say I’m 
friends with every single person in my class and not friends because, well I have to be friends, just 
because I am really interested in every single person. Like our class environment, as well I think,  it’s not 
also what lecturers make of it, but also what we make of it what we learn from a lecturers and that we 
implement it ourselves now and we just bounce off one another and its very like open, judge-free, very 
relaxed no one’s shy around each other and I must say it’s a big thanks to the lecturers of pushing us to 
that point where we like accept everyone because obviously that’s their mindset so it bounces off us and 
we will bounce it back off to our future children one day.  
A2: It’s actually a good thing because then you are exposed to so many various cultures at the end of the 
day you learn, you learn so much as you can take away and if you placed in any situation where you are 
like confronted with any like various races or like whatever you know then you know how to handle it, 
like you know how to conduct yourself amongst people that are not of your same race.  
Interviewer: So if I can just summarise, what you’re saying is that eh that how you step into a classroom 
and you find a lecturer that eh….let us sketch a scenario…you know eh has already embraced diversity 
himself in other words he’s delved into his own teaching philosophy, he’s delved into his own identity and 
where he comes from um and he makes has made an effort to understand where you coming from and 
he engages diversity within the classroom and makes it so much better for you it creates a deeper 
understanding with that engagement with diversity ..  would that summarise it sort of for you?  
B2: You’re more open to him and what he says.  
Interviewer: And then teaching and learning then becomes more meaningful as well.  
A2: and I think sometimes when learning is… has reached a level where its deeper, then it’s more likely 
to stick with you for the rest of your life.  
B2: Mmmmm.. definitely! 
A2: It’s not surface there’s a deeper level and I think it’s the ultimate thing that everyone should strive 
for the deeper level of understanding.  
B2: And that’s the lecturer… lecturers that stick with us probably for the rest of our lives and this lecturer, 
we didn’t mention not because we didn’t like them, but because they didn’t have an impact like that, but 
the ones we did, obviously.  
Interviewer: Have you…. I’m going to ask you to comment on something I have to say last maybe just to 
finish off with then you are welcome to recap or say something at the end. Have you found possibly that 
you encounter a lecturer or have encountered a lecturer over your last three years where you feel and 
look at that lecturer and think that’s the way you learnt at school - they learnt themselves at school - and 
maybe where they were lecturers, so they were happy with that, that is the way they teach to you and 
not being diverse just in their strategies and approaches alone, so they just using that one style? For 
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example - a simple example would be just speaking and not doing various different other activities and 
using that as the main mode of teaching for that module or for that class eh because they are only 
comfortable and they only know that - where they don’t know how to embrace the diversity completely?  
A2:  So funny because we had a lot of those and I think most specifically this year, we had a lecturer 
where you could see this lecturer is super traditional. They stand there in front of the class and try make 
discussion here and there, but like direct instruction is their main form of teaching and you like …we just 
look at the lecturer - okay that is traditional at its best or your best not to say you haven’t moved with 
time, because I think sometimes lecturers are so stuck in the past, where the world is constantly evolving, 
and for you to evolve you have to keep up with the trends - you have to know what works what doesn’t 
work.  
B2: Yah it’s…sorry I’m interrupting you now, but eh it’s like they have the knowledge and what she 
speaks about this specific lecturer… I don’t know if we are speaking about the same lecturer (A2– Oh yes, 
we are!) um she speaks about different ways implementing things in a classroom and speaks about 
things she has a knowledge, but doesn’t portray again and then again reverts back to what she said 
now-now…that doesn’t make it meaningful to me because I’m not going to believe you if you say that…if 
you embody it, I’m going to believe it, so immediately like I think Ndumiso and I sat at the same table in 
that class, lying on the table, so tired, can’t wait for Friday to start yah to…. (Dillon – to finish). 
D2: It’s so ironic because that’s one of the modules where your main topic is diversity and stands there 
and speaks the whole time and people will start walking out and she just lets them go!  
A2: And know what’s also funny is like like when you are in these classes and I think this is so prevalent 
because I think when you are in these classes you are so passive to the point where your nerves actually 
start showing like in classes when we get good marks - that’s where we are interested you wanna learn. 
Like in classrooms where you just sit there and listen you are so bored, bored that you could 
stick…scratch your eyes out and I think um it’s so sad, but it is reality.  
B2: And that also like if we know we have connection / relationship with the lecturer there’s something 
with the lecturer where that person knows where I am and I’m going to want to impress them, and I’m 
going to want to give my input, and I’m going to want to be in the class, where if you not going to do the 
effort and lighten it up a bit for us why must I do the extra effort in an assignment, you know what I 
mean not any disrespect meant by that it’s just really human to think well… give and take type of thing.  
A2: There’s not implications. 
B2: There’s no expectations.  
Interviewer: C2 and D2 - Any closing comments or have you…think you said it all?  
C2: I think with lecturers like that where it’s all static and traditional …I mean the lecturer doesn’t make 
the learner feel invested in the subject, so they don’t actually put in an effort to get the good marks or 
put in that extra shift because they feel like the teacher themselves is there to teach and then go. So I 
think if there is no relationship between the teachers and the learner …I think ja…you not gonna...there is 
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no lasting learning that’s gonna happen – no deeper learning that’s going to happen. Marks are not 
going to be as great as they should be cause learned are interested in the subject.  
Interviewer: I’ve noticed...I’m going to give another comment and then we can finish off. I noticed in the 
class observation with (Lecturer’s name withheld), which was the only class that I did attend that you 
guys are officially part of,…Even though he allowed cultural groups to do let’s say a play or a display 
together or a skit or something like that…um..he he…the classroom there in diversity was so engaged 
within the classroom or he engaged diversity so in the classroom that the foundation was laid so that it 
doesn’t matter that even if you did assignments within groups – there was still that…the creation of a 
deeper understanding and a more meaningful learning environment across the cultures. In other words, 
say to use race as a distinguishing characteristic - groupings of white students would then have greater 
appreciation for work produced by Xhosa or Zulu students- even if they were grouped together. In other 
words, he didn’t even have to mix the groups up to get the diversity to work because he had already built 
that foundation for engaging diversity in his acknowledgement where …Ndumiso as a Zulu maybe in an 
exclusively Zulu group wanted to make other cultures learn about what it is he had to say and the other 
groups were so engaged that they showed an appreciation in learning for what it was that he was 
displaying and vice-versa obviously. 
Ok! Great! Thanks for participating. Thank you very much for coming and taking the time to come 
afterwards...I know your brain feels like a sieve after the exam! Great! 
 
End 
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APPENDIX E 
Focus Group Interview 3: FGI3 
02 December 2016 
Four participants 
 
Interviewer: The first question that I’m going to ask and feel free to answer and as I said the only 
protocol is to try not to talk overlapping for the transcription purposes...it makes life a lot easier for 
whoever is going to tear their hair out with whoever is going to try and put your words down verbatim. 
So the first question I am asking is: To what extent during your undergraduate studies and up until now 
obviously, have your lecturers attempted to create an open teaching and learning environment to 
engage with issues of diversity such as racism, discrimination, sexism, etc? 
A3:  (Lecturer’s name withheld) put us into random groups according to…like trying to spread out each 
of the different races between tables. 
B3: Like we are usually always in our friend groups…Like we are comfortable with…which ever group like 
whichever group you are comfortable with, but he decided to kind of split us up into more diverse groups 
with people who we are not usually friends with, but we still know everyone in our class, but he just 
wanted us to kind of just make diverse groups and get along with that. 
C3: I think also by doing that he also opened our eyes to the like the awareness we need to raise for one 
day in our own classrooms as well ….so we need to acknowledge that not every person is the same and 
also that the background of the child does not um...put him or her in a corner so they need to be involved 
in everything as well regardless of the group they are involved in. So I think integration is a huge part of 
diversity especially between the different races, but then again, but then again diversity does not only 
apply to race, it can apply to sexuality, it can apply to cultural differences, it can apply to economic 
conditions…anything 
B3: Language…So...Ja, anything...so Ja it...it’s very its very crucial that teachers acknowledge diversity to 
a large extent. 
D3: Like I think for us it has been a safe place in which he did practice it...um...where it wasn’t forced 
upon us, but it was rather encouraged to partake in this act of diversity of saying we are going to put 
aside our own comfortableness…our own comfortability to just partake in this act of diversity which is 
great…and um ja even um with our um PAM lecturer um just even diversity in language um we were just 
been made so aware that um ..ja just there are a bigger need for…for like home language um in other 
languages and  being diverse in that ..and doing different readings like Afrikaans and isiXhosa reading in 
the English class has…been fun.  
C3: I think it has opened our eyes to reality as well especially for a teacher because in today’s world it is 
common that the majority of schools have English speaking Afrikaans speaking and isiXhosa 
speaking…so for us we can’t neglect one group either we’ve gotta to keep open it up to everyone 
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regardless of what the LTOL is...if its English you can’t tell the isiXhosa learners to leave their language 
outside the class you can encourage them to participate, but then if they struggle you…help them so you 
have got to be willing to bring your side as well and need to learn with the learners too. 
A3:  When they are in the diverse groups they can also learn a lot from each other  I think that is  that 
was another another um thing that  (Lecturer’s name withheld) tried to encourage well when he …when 
he split us into groups because I think the first thing he did was he said where are all the ..the isiXhosa 
speaking girls and then they all had to put their hands up and then separated them up first into different 
tables and then split everyone else up so that we can learn different languages from each other as well 
and different things culturally and that could also work in a classroom. 
Interviewer: Did you find that um...er…er you had spoken chiefly, to start off with, about seating 
arrangements and groupings of people within the classes …the strategies … the lecturers used himself 
has used...um...did you find that helped in engaging with diversity, in other words engaging with those 
other diverse cultures and being able to discuss diverse topics… did you feel more a sense of belonging or 
was it just sort of like symbolic for you? 
C3: I think through…through sitting down with them talking to them, communicating with them, you 
obviously form a friendship and your communication skills between people of different race ..of different 
language it obviously improves ..because you try and break it down or they will try and help you or they’ll 
assist you…so I think it’s a win-win situation from both sides because you getting to know that person on 
a personal level plus then you helping each other and you’re forming a new friendship….so I think it 
opens your eyes ..it takes away all the prejudices that you might and discriminations that you might have 
against …regardless of  what it is . .. race or whatever ..and it makes you build your own view 
B3: Ja, Ja. 
A3: Your own opinion of things 
B3:  You get like a more cultural and like worldview of like people who basically live in your own 
country…in your own class…we are also different and you actually...it’s good that he placed us in those 
groups and you actually realize the difference …so it kind of reiterates what we said. 
Interviewer: And you found that that makes teaching and learning more … I use them combined, but    
learning maybe more heavily in your own…your own experience more meaningful for you...I’m talking 
about engagement with the content…makes it more meaningful for you? 
B3: Yes. 
D3: Ja. 
C3: Definitely…I think also because the fact that we are physically doing this for ourselves and getting 
into diverse groups and talking and you know like the whole thing of diversity I think that stresses how 
important that is to us as teachers one day to implement it in our classrooms… so I think the fact that we 
are actually practically doing it helps us a lot…because now we realize the real importance of it 
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D3: And we have been given good examples and good tools of that...cause even in a classroom you will 
rock up at class and you find that people stick to sort who they know and what they know and they don’t 
tend to explore that and even us ..like we… I know I don’t like to explore but being in that situation where 
you are encouraged to where you where you partake in it has just changed something because now 
when we go to class it’s like…you just…I can’t put it into words…you know like it’s sort a nice 
environment to be around because you don’t particularly stick to one group you can just go chat to 
anyone and its broken down barriers and, and conceptions I’ve had in my own life about it. 
Interviewer: The last question pertaining to question one I want to ask is to what extent have lecturers, 
and we are looking over the scope of three years, gone out of their way almost to develop approaches to 
deal with issues that sometimes seem volatile where you speak about race, because often it is swept 
under the carpet…discrimination…that you actually felt comfortable enough and open enough to talk 
about these things and engage with them? Because in essence, that’s what we need to do with race…we 
need to face it head -on and engage with it to be able to deal with it because it always remains there – it 
will never go away. 
C3: I think first and second year we did not do much diversity we never really…um the floor wasn’t often 
enough to explore. I mean it’s quite difficult for us to go out of our own to do it. It’s not difficult, but it’s 
not something we think of doing...um…so I think this year - third year, when we were supposed to do it, 
we were much more keen to get involved, because we did not know what it was really...um…other than 
that I think the past two years we didn’t really do anything -as group work that’s not….in our own 
groups, so it’s not really extended. 
B3: That was just one module that we had where we changed our groups, but you’ll see when we go to 
our different classes, we go back to our normal groups again – back to our comfort groups. What we 
didn’t like was…I mean like…like our normal friends…we don’t mind going to diverse groups as well…um I 
was going to say something and now I forgot….and um…yes, only recently like this you started learning 
about the LOTL and how important that is and how like just how people comeback….come from different 
background and come from previously disadvantaged…that’s been brought more to the forefront 
our…um…critical thinking. Where...um…addressing like the classes of much bigger numbers like …the 
lecturers have made us more aware of the classrooms that we are going to go into as teachers and how 
diverse they are going to be …um…when you get into them – how we are going to address that as well. 
Interviewer: Question two - I’m going to keep it brief because of the time constraints as well and it refers 
more to the teaching and learning strategies that you answered on from the outset – the lecturer 
(Lecturer’s name withheld) put you into mixed groups and that was the strategy he uses. Those 
strategies help to cater for diversity in your classrooms. How have you found – have you found some 
lecturers more bound on direct instruction in some of your other modules – your undergrad modules -
would they just stand up and speak about the content and don’t engage the diversity within the 
classroom itself – not just the topic of diversity, but just the diversity among the student body they have 
in front of them at the time – and was there any different teaching and learning styles and …and 
engaging diversity to accommodate the different learning styles that you have as students? Can you 
comment on some of those strategies used by your lecturers as they come to mind? 
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A3: Um…I can think of (Lecturer’s name withheld) who would stand and speak, but she would still have 
a Powerpoint as well and occasionally she would show us videos , so she catered for every style of 
learning both the visual, the auditory and the kinda static…cause we had to do assignments – we had 5 
to 6 assignments that we had do throughout the year. So we had her reading them out to us, telling us 
about the content and then we had to go and engage with the content via the assignments. 
C3: I don’t think that every lecturer approaches diversity though. Um...obviously if your module in in 
favour of it, then they will do it, but I don’t think that we’ve really had one-on-one like more than two or 
three experiences where we do interact and …like I said...this year has been one of the most diverse...like 
the most diversity things we have done have been crucial. That’s the only real things I can think of – 
other lecturers…(pause)…I think it’s all up to us – they expect it’s all up to us. They expect us to get along 
with each other, they expect us to go up – I mean that’s normal – we are supposed to do that, but I think 
also because of the discrimination, because of prejudice – everything – everything that was in history, 
background or whatever…um…that also plays a huge part and I know it shouldn’t, but it does -from both 
ways – all sides. 
A3: I think a lot of lecturers like to stick to their personal comfort when it comes to teaching because you 
might have a teaching styles that you prefer because you find it easy to teach that way, but that does 
not necessarily cater for the different learning styles that are in your classroom, but it’s what you find 
easiest to do and what they’re most comfortable with so that’s what they use and then if it’s not your 
learning style then...I dunno...they make it your learning style kinda thing. They stick with what they are 
comfortable with and as varsity students we need to just go with it. 
D4: I think though for every…every subject there is a different take on it …how to teach it because for 
some of our critical thinking modules...like our PGED’s…it’s engaging with ourselves, it’s engaging with 
other people, whereas modules like your Maths and Science, it’s basically like…er…theory based where 
it’s very practical in how to do it, so I think there would be a challenge to maybe bring diversity in, but 
that being said like there are different ways in which people learn Maths and different ways in which 
they did Science – you know and …um...very practical-based as well, but in some ..some ways that it’s 
just …ja for me I don’t know how you can teach maybe like Maths as a lesson to do with diversity? Like 
how would you bring that into a Maths lesson when it’s like black on white – like two plus two is 
four...um and there is no arguing that! 
Interviewer: Do you want to comment? I’m putting you on the spot – you don’t have to or feel forced to. 
I’m going to move onto the third question. Thanks very much. Basically all the questions seem similar, 
but they tend to illicit different responses from you and this the third and last question is: How do you 
perceive that these approaches used by your lecturers over the last three years, if you can wrack your 
brain over that period, in dealing with diversity in terms of being accommodating and in creating a deep 
understanding amongst the various racial groups and cultural groups within your classroom setting? 
B3: I don’t think I’ve ever felt once that a lecturer has favoured certain racial groups – I know you are not 
asking this, but they haven’t really like discriminated or they haven’t been anti-diverse or they haven’t 
drawn away from diversity, they haven’t like stuck to any sort of old ways and say like or excluded any 
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cultural group or racial group. They haven’t done anything like er…like that, but also with that being 
said, some of them haven’t um...brought in that diversity – well like D3 said – it’s Maths – it’s set in 
stone, it’s facts and everything. It’s hard to bring diversity in, but with the other modules they can bring 
diversity in – where there is an opportunity to bring they haven’t been brought in, but also with that 
being said there are lecturers that are really bringing diversity into their modules – it’s good to see that! 
Interviewer: And the ways they have done that? 
B3: Um...with that group they….and I’ll try to think of other ways… 
A3: I think that through all of it – basically it’s structured …or how they introduced diversity to us to 
formulate our own ideas as well – how can we introduce it into our own classes, For example, I went to a 
school where the majority of the students were Xhosa-speaking home language and for me it was very 
difficult because the majority of the students spoke Xhosa in front of the class and I don’t really 
understand it. So I thought to myself ok fine, I’m an English home-speaking student…teacher...one day to 
be teacher – How am I going to deal with this and I thought you know what? – you’ve gotta earn their 
respect as well because we – it is different cultures- so if we integrate their home language into the 
school environment. So if we say to the class were are going to take 15 minutes today and we are going 
to just learn – you guys are going to teach me a few Xhosa words that I don’t know so you open it up to 
them as well so it’s the learner and the teacher and the teacher and the learners and the learners learn 
from one another – it’s not just the teacher the authoritative – the authoritative facilitator, it’s everyone 
learning together and that’s one of the points that we learn during our course that the teacher is a 
lifelong learner. So we can forever improve what we ae doing, we can forever change our approaches, 
um...we can change everything we do for the better and to make it more effective. So, I think it’s a 
learning curve – everything…everything to do with style and diversity. I think you got to test it and then 
see if it works or not. Always bring In...implement new ideas. I think it has a got a lot to do with your own 
personal understanding or belief of how you want to incorporate it and the degree you want to 
incorporate it in your lessons.  
D4: I think some examples I can remember of actually doing it in class...um was that the people were 
encouraged to speak in their mother tongue so we would sit in a group context and we must all say our 
name and something about yourself and...um…also then like speaking in your home language so that 
was an example of what we do in class. As well with different readings that we’ve done and 
presentations like we...we were given the opportunity to...to speak in our own language which we are 
most comfortable with...and it was…it was cool to see cause sometime if you...if you speak something 
that is not your language, you tend to get like nervous …where you feel inferior whereas if you do it in 
your own language you…you take the ground...you know what you’re saying. You saying it well and I 
think that has just…for even me...just something that I…I take into consideration in my classrooms as 
well. Where I say, you know guys, tell me about your weekend and you can speak in your own language 
and I’ll try to understand what you are saying, but um…also then they can then just translate or get 
someone to translate for them. 
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C3: I think what leads onto what D3 is saying, is also the learner’s confidence increases so much because 
they don’t feel isolated, they don’t feel excluded because they can take part in discussion regardless if it’s 
in their mother-tongue or the LOTL. So, I think allowing student to.…(long pause) …be themselves and 
not leave their cultural backgrounds and any diverse aspect outside the classroom has a massive impact 
on how they respond in class. So, if you are going to tell the child who is Xhosa-speaking to just speak 
English, they’re not going to take part as much as they would if they could speak a language that is 
fluent to them. 
A3: I found that a lot of the schools where I actually attended as a student and where I had just finished 
doing my SBL, um…they would often if a child was okay then they weren’t supposed to be speaking, but 
they were kinda speaking between each other in their mother tongue and the teacher would often 
confront them and say “Hey, what are you doing? This is an English school, you speak English here!”  and 
they would very often just it…it wouldn’t …they wouldn’t let the kids speak in their mother tongue 
because you know this is an English school – you speak the LOTL and I think that is detrimental, very 
detrimental to the kids’ learning process because they can actually use each other, work together with 
each other, those who understand say English better, could then help the one who doesn’t – in their 
mother tongue- to understand. 
 
Interviewer: Mmmm...just to butt in there for a moment – um A3 and those comments of yours – in your 
classroom context where you.ve been taught as student, where you’ve been allowed to and the Xhosa 
guys have been allowed to speak in his/her language- you’ve been able to voice your voice basically. How 
have you found that experience in terms of being meaningful for your teaching and learning or your 
learning at least? In other words, you’ve moved over in commenting about …it’s not wrong…about where 
you did you school-based learning and in terms of teachers being accommodating of other people saying 
things in their own language. Your experiences as a student within your student group where you’ve had 
isiXhosa-speaking and Zulu-speaking students and of other languages and other cultures …there where 
they have been allowed to voice their voice. In other words, how has that been meaningful for you 
engaging diversity as a student body itself? Remember we started off this discussion with you being in 
those groups that you had – how has that made learning more meaningful? 
Silence… 
You’ve just said that students find it more…learning more meaningful because they are allowed to voice? 
So you’ve been allowed your voice and now we have a few other students of colour here and of other 
cultures – how meaningful has that been for your learning for diversity within your student group and to 
what extent has lecturers gone out their way to create that environment? 
A3: I think for us personally we’re all English-speaking, so it doesn’t have as much an effect on us how 
they accommodate those who aren’t English-speaking because we are used to being taught in English 
and so even if we are taught in English, it doesn’t ..it’s nothing strange to us, but I think for people who 
are often Afrikaans or Xhosa-speaking, it’s more…it has more of an impact for them when people try to 
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accommodate their culture and their language. But for those who are English-speaking, it doesn’t have 
much of an effect. 
Interviewer: In other words what you are saying is the marginalized student who was previously 
marginalized – is now brought into the mainstream by being recognized in their language...their voice 
and so on? 
B3: Oh ja, we still feel like pathetic – we feel great that they are getting their chance to finally feel like a 
part of it...like instead of um just having to hear English, having to speak English when they are not good 
at it and now are allowed to speak in their mother tongue and then we will try to think of maybe a way 
to try to translate it… maybe someone who has English and Xhosa and then maybe she can translate it 
for us. So it’s good for us as um…previously advantaged to see um...the previously disadvantaged 
actually be with…with us and like equal ..equal with us because they also obviously have not felt that 
they have been treated fairly so now it’s good to see…well from me and obviously from us…that they are 
finally recognized. 
Interviewer: So it becomes more meaningful for you as previously advantaged...more meaningful for you 
and obviously much more meaningful for them? 
B3: Much more meaningful for them in terms of diversity and it’s good to see that it’s meaningful for 
them and that they’re finally with us and we can finally be actually…calling ourselves equal -even though 
we are, other people have different views on it, but we are equals and now we are finally being treated 
as equals.  
Interviewer: I’m going to ask one more comment from each of you and then we’ll finish off quickly. Is… 
Where have you found in your experiences over the last three years that a specific lecturer stands out? 
You can mention lecturers where they stood out where you know that lecturer …him or herself where 
that lecturer has gone into their own teaching philosophy, their own identity to find out who they are 
where they come from...their point of departure as well as having a very wide worldview. At the same 
time getting to know who you are, your identity, meeting you where you are, acknowledging your voice 
in the classroom and then also having teaching and learning strategies that embrace diversity? In other 
words, they are the full package. Do you want to comment on any lecturers that you have found that 
have either come close or…as I said you don’t have to mention names…that have embraced diversity to 
that extent? 
B3: We did mention a name already with (Lecturer’s name withheld) we feel like he’s done like a great 
job at his diversity management ...trying to make everything diverse...still asking us do we still want to 
do this diversity thing and when agree…then it’s fine...it’s like an agreement.. he’s not forcing us into it 
like I said earlier, we feel that he’s done like a great job as well. 
C3:  And I also think that through him teaching and then engaging with us, like our …our vision of 
everything has also enlarged...so a greater deal…our eyes have opened up to reality and also our 
understanding and own teaching philosophy is either altered or influenced in some way – whether it be 
we move away from something that we used to belief or we adopt something new – so I think it’s very 
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beneficial to us as well because we learn stuff ourselves that will benefit us in personal growth 
to…whether that be as a personal individual or like out of school being a teacher. So, I think we benefit a 
lot from having engagements from physically interacting with one another, through discussions, through 
collaboration, through everything. So I think that helps a lot in forming our own opinion as well as taking 
the opinions of others into consideration and in turn also influencing our own. 
B3: We are not saying that the other lecturers don’t do anything diverse, like there are a few 
lecturers…ag. ..I can’t remember their names really but…we do feel that…I do feel that some of the 
lecturers do bring in a little bit of diversity here and there and it’s not as noticeable as it will be an 
underlying er…theme throughout the year, but maybe one lecturer or to lecturers will mention a point of 
diversity where the work actually um…like one point of diversity where the work will integrate…meet 
anything like that…um where they will bring it up in that class that lecture and then obviously if once the 
work changes to a different sort of thing they will go off the point of diversity, but it does have to be 
brought up. (C3 – Proper focus)…off the focus of that! 
Interviewer: Any last comments from anybody? Keep it short…on teaching styles, strategies, approaches 
that lecturers have used other than the ones that we have mentioned now in trying to engage diversity 
within the classroom, not diversity per se as topic, but in engaging the diversity within the classroom? 
A3: I think our Afrikaans lecturer made an effort to engage with us as people. She made an effort to 
learn our names and actually you know that’s very important because I’ve always been taught by others, 
not necessarily lecturers, that it’s incredibly important to learn a child’s name because then they feel like 
they are important to you and you know you know them. So I think …cause most lecturers...we’re too big 
a class to learn all our names…and the thing is um our Afrikaans lecturer made a concerted effort to 
learn our names so she could refer to us whenever she asked a question or we gave an answer. 
Interviewer: It’s just a basic thing of acknowledgement. 
C3: I think also like I don’t wanna single out a few lecturers that do approach diversity and stuff because 
all of them would like to but just don’t have the time to and I think that some modules that don’t cover 
diversity necessarily as a topic, they don’t focus on that as much, so like Darren said Science – you 
can’t...if we’re learning theory it’ theory-based, it’s yes our groups are maybe the groups we are 
comfortable with it might not necessarily be diverse, but it’s not …the teacher can’t is always 
there…diversity has to be an on-going process – you need to bring it in every day, every lesson, it’s got to 
be something that carries on so it becomes acknowledged, it becomes mad are of. So I think I don’t want 
to single out any lecturers that do take it to the extreme like we did. I think every lecturer would like to 
um…I’m not speaking on behalf of all of them but I’m assuming they would all like to, but it also depends 
on what they are teaching because ja like I said theory-based is very difficult, but then again study 
groups encourage students to get together in diverse groups cause they can always learn from one 
another. So, I think it’s very important to stress it even if you can’t implement it. 
Interviewer: I’ll leave you with a closing comment. Thanks for your participation and your comments and 
I know that it is a stressful time for you as well – good luck for your exams that’s coming up. It’s that 
diversity can be…and I won’t keep you with this…that there are articles that cover the methods in the 
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Maths and Sciences to be able to bring diversity into the classroom …different innovative ways people try 
all over the place and some that have been documented academically and when I come across those 
again and I’ve made a note to look for them then I’ll share some of this information with you. Thanks 
very very much I appreciate it and I will share my completed work with you and maybe share something 
of the work with you next year when we meet up. Thanks again. 
 
 
